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A multiple-baseline design was used to investigate the 
effects of test-taking instruction upon the social studies 
test scores of four seventh grade students labeled as 
learning disabled. This two-phased (baseline and post­
intervention) study ran for two semesters and included 14 
test entries . All the tests were administered in the 
subjects ' social studies class and scored by the subjects ' 
social studies teacher. The teacher was not informed as to 
the nature of this study while it was in progress . The 10-
day , individually instructed intervention package included 
activities in ( a )  test preparation ( b )  general test-taking 
principles ( c )  clue words (d) fol lowing directions and ( e )  
strategies for taking tests formatted as multiple-choice ,  
true/fal s e ,  matching, and f i ll-in-the-blank. 
A visual analysis of the subjects ' data indicated that 
all four subjects demonstrated a significant increase in 
percentage points on the test directly fol lowing 
intervention , but this interventional increase in test 
performance did not maintain its effectiveness on the 
succeeding interventional test scores for three of the four 
subjects . The only subject that did demonstrate a stable 
profile of improved test performance was also the only 
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subject that completed the required social studies 
ass ignments on a regular basis . In contrast, the 
instabi lity of the individual test scores produced by the 
other three subjects may be more indicative of their 
inferior study habits than of the interventions ' 
effectiveness . This study suggested that the implementation 
of incentive programs and study skills classes may help to 
maintain and stabilize the effects of future test-taking 
instructional intervention s .  
Furthermore , the problem of long-term effectivenes s  of 
test training interventions has not been addressed until 
this study. In previous test-taking instructional studies , 
the evaluation of intervention effectiveness relied on a 
difference score obtained from one pretest and one posttest 
measure of test performance . This particu lar study, which 
included 14 measures of test performance , challenged the 
long-term effectiveness of previous test-taking 
interventions and recommended that future studies include 
several posttest measures of achievement in their initial 
designs . This extended data base may then truly establish 
whether or not a test-taking intervention is effective in 
improving not just one but several test scores . 
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THE EFFECTS OF TEST-TAKING INSTRUCTION 
UPON THE TEST SCORES OF STUDENTS LABELED AS L . D .  
The recent popularity o f  test-taking instruction i n  the 
school curriculum i s  a direct result of a more generalized 
testing movement sweeping the country. The public is 
increasingly concerned over the measurable success of its 
educational institutions and relies to a greater extent than 
ever before on tests to determine its accomplishments . This 
testing consciousness is reflected in the national headlines 
which vividly depict the rise and fall of standardized 
college entrance test scores ( Time , 1 9 8 5 )  and in the courts 
that have mandated the practice of minimal competency tests 
(MCT) in 3 3  states ( Fluitt & Gifford, 1 9 8 0 ) . 
The growing concerns of a test-oriented society have 
neces s itated governmental involvement in controlling a 
previously unregulated business : the testing industry. The 
first law to address this issue was known as New York 
state ' s  "truth in testing law" passed in 1 9 7 8  ( Fallows , 
1 9 8 0 ;  Haney, 1 9 80 ) .  One aspect o f  the law is that it 
affords the examinee in New York state to receive corrected 
answer sheets and test booklets after the test date . The 
rationale provided for this law was that practice tests and 
test coaching could significantly increase test scores; a 
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fact which was formerly denied by the testing industry. 
Following this litigation, the 1 9 7 9  National Conference on 
Testing held in Washington D . C .  investigated the pos s ibil ity 
of a national version of New York ' s  "truth in testing law" . 
However, a federal law of this type is not in existence at 
this time ( Fal lows , 1 9 8 0 ;  Haney , 1 9 80 ) .  
Instrumental to the passage of New York State ' s  " truth 
in testing law" , was a report by Ralph Nader which exposed 
the socio-economic inequalities of the college entrance 
exams ( Fallow, 1 9 80 ) . He cited research which found that 
the Scholastic Aptitude Test ( SAT ) scores had a direct 
correlation with economic standing and test performanc e .  
Those examinees in the higher socio-economic level scored 
significantly higher than those in subsequently lower socio­
economic leve l s .  Nader accused the Educational Testing 
Services ( producer of the SAT ) of l imiting access to higher 
education for Blacks and other minorities .  More 
importantly, the Nader report provided evidence to the 
general public that previous exposure to the type o f  
questions asked on standardized tests could improve test 
performance (Fal lows , 1 9 80 ) .  
This open controversy and subsequently the passage of 
New York State ' s  " truth in testing law" has prompted many 
schools to adopt, or at least consider, regulatory policies 
concerning the issue of test-taking. Some school systems 
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have instituted district wide test-taking instruction to all 
students in grades K through 12 ( Ligon & Jones , 1 9 8 1; Rawl , 
1 9 84 ) . Other schools and special education programs have 
restricted test-taking instruction only to those individuals 
who do not possess adequate test-taking skills ( Lee & Alley, 
1 9 8 1 ;  Marke l ,  1 9 8 1 ;  Taylor & Scruggs , 1 9 8 3 ) . The latter of 
the two policies has an important implication for those 
individuals labeled as mildly handicapped and consequently, 
it is the focus of this research study . 
Test-Wiseness 
Definition 
The ability to take tes t s ,  test-wiseness (TW), has 
received cons iderable attention since Millman , Bishop, and 
Ebel ( 19 6 5 )  published the taxonomy of TW and formally 
defined the trait . Mil lman et a l .  ( 1 9 6 5 )  define TW as " a  
subject ' s  capacity to utilize the characteristics and 
formats of the test and/or test-taking situation to receive 
a high score" ( p .  7 0 7 ) .  They further characterize TW as a 
trait which is " logically independent of the examinee ' s  
knowledge of the subject matter for which the items are 
supposedly measured" ( p .  7 07 ) . Subsequently, Mil lman ' s  et 
a l .  ( 1 9 6 5 )  classic work in the field has generated numerous 
studies on TW which have contributed to a more complete 
understanding of this multi-factorial construct and its 
effects on test validity and reliability. 
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Sarnacki ' s  ( 19 7 9 )  comprehensive review of TW cites 
several theoretical bases from which TW can be assessed. 
First , it is viewed from the test itself as an additional 
source of error in test scores and a potential effector of 
test validity and reliabil ity . Secondly, it can be 
perceived as an attribute of the individual test-taker, 
which is manifested in varying degrees of abilities . The 
third theoretical base is a synthesization of the method of 
measurement and the characteristics of the test-taker. It 
is a "multi-trait, multi-method" view which perceives the 
construct of TW as factorially complex. The theory takes 
into consideration Millman ' s  et al . ( 1 9 6 5 )  taxonomy but also 
plans for the addition of other components as new research 
in TW is conducted. 
The Test-Wisness Taxonomy 
Mil lman ' s  et a l .  ( 19 6 5 )  taxonomy has been the framework 
for most TW research studies , TW measure s ,  and instructional 
TW packages .  The taxonomy outline i s  divided into two main 
categories and is presented in Figure 1 .  
Insert Figure 1 about here 
The first category includes those principles which are 
independent of the test constructor or purpose . The 
application of the first two principles in this category, 
Figure Caption 
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Figure 1 .  An outline of the test-wiseness taxonomy . 
Figure 1 
An Outline of Test-Wiseness Principles 
I .  E lements independent of test constructor or test 
purpose 
A .  Time-using strategy 
1 .  Begin to work as rapidly as possible with 
reasonable assurance of accuracy . 
2. Set up a schedule for progress through the 
test. 
3 .  Omit or guess at items ( see I . C .  and I I . B . )  
which resist a quick response . 
4 .  Mark ornm.itted it�ms , or items which could use 
further consideration, to assure easy 
relocation 
5 .  Use time remaining after completion of the 
test to reconsider answers 
B .  Error-avoidance strategy . 
1 .  Pay careful attention to directions , 
determining clearly the nature of the task 
and the intended basis for respons e .  
2. Pay careful attention to the items , 
determining clearly the nature of the 
question . 
3 .  Ask examiner for clarification when 
necessary, if it is permitted . 
4 .  Check all answers .  
c. Guessing strategy . 
1 .  Always guess if right answers only are 
scored . 
2. Always guess if the correction for guessing 
is less severe than a "correction for 
guessing" formula that gives an expected 
score of zero for random responding. 
3 .  Always guess even if the usual correction or 
a more severe penalty for guessing i s  
employed, whenever elimination o f  options 
provides sufficient chance of profiting. 
D .  Deductive reasoning strategy . 
1 .  Eliminate options which are known to be 
incorrect and choose from among the remaining 
options .  
2. Choose neither or both of two options which 
imply the correctness of each other . 
3 .  Choose neither or one ( but not both ) of two 
statements ,  one of which, if correct, would 
imply the incorrectness of the other . 
4 .  Restrict choice to those options which 
encompass all of two or more given statements 
known to be correct. 
5 .  Utilize relevant content information in other 
test items and options . 
I I .  E lements dependent upon the test constructor or 
purpose . 
A .  Intent consideration strategy . 
1 .  Interpret and answer questions in view of 
previous idiosyncratic emphases of the test 
constructor or in view of the test purpose .  
2 .  Answer items as the test constructor 
intended . 
3 .  Adopt the level of sophistication that is 
expected. 
4 .  Consider the relevance of specific detail .  
B .  Cue-using strategy 
1 .  Recognize and make use of any consistent 
idiosyncracies of the test constructor which 
distinguish the correct answer from incorrect 
options . 
a .  He makes it longer or ( shorter) than the 
incorrect options . 
b .  He qualifies it more carefully, or makes 
it represent a higher degree of 
generalization. 
c .  He includes more false ( true ) 
statements . 
d .  He places it in certain physical 
positions among the options . 
e .  He places it in a certain logical 
position among an ordered set of options 
( such as the middle of the sequence ) .  
f .  He includes ( does not include) it among 
similar statements ,  or makes (does not 
make ) it one of a pair of diametrically 
opposite statements .  
g .  He composes ( does not compose) i t  of 
familiar or stereotyped phraseology. 
h .  He does not make it grammatically 
inconsistent with the stern. 
2. Consider the relevancy of specific detail 
when answering a given item. 
3 .  Recognize and make use of specific 
determiners . 
4. Recognize and make use of resemblances 
between the options and an aspect of the 
stern. 
5. Consider the subject matter and difficulty of 
neighboring items when interpreting and 
answering a given item. 
Note . From "An Analysis of Test-Wisene s s "  by J. 
Millman, C . H .  Bishop, and R. Ebe l ,  Educational and 
Psychological Measurement, 1965, 25, 707-726. 
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time using and error avoidance, helps the test-taker avoid 
the loss of points from minor errors independent of the 
subject matter . The next two principles , guessing strategy 
and deductive reasoning strategy, allow the test-takers to 
gain points beyond their actual level of subject matter 
knowledge ( Mi l lman et al . ,  1 9 6 5 ;  Sarnecki, 1 9 7 9 ) .  
The guessing strategy has been the topic of many TW 
studies .  In general ,  researchers have found that guessing 
on a multiple-choice exam, even when there is a penalty for 
incorrect responses , is a viable means for maximizing one ' s  
score ( Pyrczak, 1 9 7 7 ) .  S lakter, Koehler, and Hampton 
( 1 9 7 0 b )  and Dolly and Will iams ( 1 9 8 3 )  not only found that 
guessing techniques can be learned and retained, but that 
they are also effective in decreasing the variance of test 
score s .  
Another TW aspect related to guessing i s  answer 
changing. The conventional strategy of " stay with your 
first answer" may not be the most effective testing method 
to employ . More often than not, changed answers of 
multiple-choice test items tend to be correct ( Benjamin, 
Cave l l ,  & Shallenberger, 1 9 8 4 ;  Bes t ,  1 9 7 9 ;  Stoffer, Davi s ,  & 
Brown , 1 9 7 7 ) . 
Best ( 1 9 7 9 ) probed the issue further to ascertain if 
first year college student s ,  with varying ability leve l s ,  
could be differentiated by the amount and kind of answer 
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changes employed on easy versus difficult test items . The 
results indicated that there was a tendency for students 
with average and above average abilities to do the least 
amount of changes while the lower ability students attempted 
more answer changes . overa l l ,  the amount of answer changes 
was quite low with only about 1 . 6  items changed per student 
per t e s t .  Best a l s o  found that students in the top and 
middle third of the class made more wrong-to-right (W/R) 
changes on more difficult items than did the students in the 
lower third of the clas s .  The group from the lower third 
was a s  likely to make right-to-wrong (R/W) changes on easy 
items as they were on difficult items . The f indings of this 
study suggest that the traditional " stay with your first 
answer" strategy may have credence for low ability students 
but that it may not be the best strategy for average and 
above average students . However ,  Benjamin et a l .  ( 1 9 84 )  in 
their comprehensive review on answer changing behavior, 
reported that there is no empirical evidence that a 
significant relationship exists between ability and 
frequency or type (W/W; W/R; R/W) of answer changes . 
Benjamin et a l .  did not dismiss the possibility that 
academic ability plays a role in answer changing behavior, 
but they were critical of the measures ( regular-timed 
college course exams ) on which the evaluations were made . 
hey s uggested that future researchers change their focus of 
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study to the cognitive domain of test-taking and that they 
use appropriate measures to assess this area. 
McClain ( 19 8 3 ) did probe the cognitive test-taking 
strategies of volunteer students in an introductory 
psychology class and found that "A" students used entirely 
different test-taking strategies than those used by " C "  or 
" F "  students . In general ,  the "A" students were 
characterized by exhibiting a more thorough cons ideration of 
the alternative answers on multiple-choice items . This was 
demonstrated by recording the verbalizations of "A" , " C " , 
and "F" students as they thought aloud during the testing 
situations . The results indicated that "A" students 
elicited more verbalization s ,  anticipated more answers , 
critiqued incorrect answers , and skipped more initial 
answers than did the " C "  or " F "  students . The two studies 
described ( Best, 1 9 7 9 ;  McClain, 1 9 8 3 )  suggest that ability 
does play a role in the types of guessing stategies 
( calculated vs . uncalculated) and answer changes 
(disc riminating vs . nondiscriminating) exhibited by students 
of high versus low ability statu s . 
The fourth subdivision in Millman ' s  et al . ( 1 9 6 5 )  TW 
taxonomy is the deductive reasoning strategy which also 
enables examinees to maximize their score beyond that of 
direct knowledge of subject matter . Succes sful use of the 
strategy is dependent on some knowledge of the content , but 
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the correct answer would not be derivable without the 
presence of other distractors and questions . The deductive 
reasoning strategy includes the elimination of absurd 
option s ,  choosing neither or both similar options or 
opposite options , and using content from other test 
questions (Millman et al . ,  1 9 6 5 ) . These deductive reasoning 
strategies ,  in isolation and/or catagorically , have been 
researched and incorporated into many TW measures ( Sarnacki, 
1 9 7 9 ) .  
The absurd option strategy emerges generally by grade 
five ( Ayrer, Diamond, Fishman, & Green, 1 9 7 6 ;  Slakter, 
Koehler,& Hampton, 1 9 7 0 a )  and the similar option strategy by 
grade eight . The developmental difference between the two 
strategies suggest that the similar option strategy requires 
a higher level thinking process and takes a longer time to 
acquire than the absurd option strategy ( S lakter et al . ,  
1 9 7 0a ) .  Conversely, Ayrer et a l .  ( 1 976 ) found the similar 
option strategy to emerge as early as the fifth and s ixth 
grades in inner city black children when measured on a 
modified TW scale . The measure ' s  modified readibility level 
of 3 - 2  may have had some bearing on the inconsistency 
between the two studies . A longitudinal TW study 
demonstrated that these strategies are developmental skills 
which remain fairly stable from the fifth to the twelfth 
grades ( Crehan, Gro s s ,  Koehler, & Slakter, 1 9 7 8 ) . Als o ,  
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according to Slakter et a l .  ( 1 970b ) , the strategies can be 
taught and retained through the use of programmed texts . 
Convergence, a strategy which i s  related to the similar 
option strategy, involves converging on the correct answer 
by considering the intersecting characteristics or 
dimensions of the response set . The convergence proces s  is 
not a result of a flaw in test construction; rather, it is 
an inherent peculiarity of multiple-choice items where the 
correct answer and plausible distractors are presented to 
the examinee (Smith, 1 9 82 ) .  The convergence strategy allows 
the test-taker, with little or no knowledge of the solution, 
to obtain the correct answer through use of this strategy . 
Smith ( 1 9 8 2 )  named convergence as a possible subset of a 
high level cognitive skill and found it to exist in varying 
abilities among college males . He also found it to have 
instructional value when a convergence trained high school 
group performed signifcantly higher than an untrained group 
on the Verbal Subtest of the SAT . 
Convergence training has been claimed to help examinees 
at both the college and middle school levels to maximize 
their guessing opportunities on multiple choice tests . 
Dolly and Williams ( 19 8 3 ) ,  in one of a series of three TW 
studie s ,  trained an experimental group of middle school 
students in convergence and in other cue-using strategies 
mentioned in the TW taxonomy . The experimental group 
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outperformed (but not at a significant leve l )  an untrained 
control group on teacher-made tests . Similar results were 
obtained in Dolly and Williams ' other two studies when the 
test performance of college-aged subject s ,  trained and 
untrained in the convergence strategy, were compared .  
Again , the outcome of this study did not yield any 
significant results , but a trend toward improved test-taking 
performance was cited for the convergence trained group . 
The importance of the Dolly and Williams ( 1 9 8 3 )  study 
lies not in the significance of its outcome but, as in other 
convergence training studies and TW measures ( Scruggs , 
Benni son, & Lifson 1 9 8 4 ;  Smit h ,  1 9 8 2 ) ,  in its unusual format 
for teaching and testing convergence . I n  this situation, 
the trainee or exarninee was presented with passage 
independendent and response set dependent exercises . That 
i s ,  the exercises consisted of only four or s o  choices; 
there were no sterns or reading passages . The individual at 
this point had to analyze the relationships existing between 
choices and converge on the correct answer. This ability 
may be viewed as maximizing guessing opportunities on 
multiple choice tests ( Dolly & Williams , 1 9 8 3 )  or it may be 
viewed as a measure of TW where extraneous peculiarities in 
a isolated response set cued the TW individual to the 
correct choice ( Scruggs et al . ,  1 9 8 4 ;  Smith , 1 9 8 2 ) .  For 
exampl e ,  smith ( 1 9 8 2 )  provided the fol lowing response set 
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(no stern) to illustrate the u s e  o f  the convergence strategy : 
A .  before breakfast 
B .  on a f u l l  stomach 
C .  with meals 
D. before going to bed 
After careful analysi s ,  it was found that three of the 
alternative responses concerned food (A, B ,  C )  and that two 
of the alternative responses concerned time (A, B ) . The two 
dimensions of food and time "converged" or intersected on 
one o f  the alternatives ( i . e .  they both appeared in the same 
alternative ). In this particular sample, the correct choice 
would have been A .  
The second major category i n  the TW taxonomy outline 
contains e lements which are dependent upon the test 
constructor or purpose . The first e lement under this 
categ,ory is the intent consideration strategy . Here the 
exarninee must interpret the question as they think the 
examiner intended . They must keep in mind the purpose of 
the test and " adopt a level of sophistication that i s  
expected" (Millman et al . ,  1 9 6 5 ,  p . 7 12 ) . 
1The second e lement of this catagory, cue-using, is that 
of "recognizing and making use of any consistent 
idiosyncracies of the test constuctor which distinguishes 
the correct from the incorrect options " (Mil lman et al . ,  
1 9 6 5  p .  7 12 ) .  Given this condition, Evans ( 1 9 8 4 )  
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hypothesized that repeated test exposure to one particular 
test constructor ' s  exams would breed a certain familiarity 
for those examinees involved in this experience . This 
familiarity, would in turn, cue the experienced test-taker 
to the correct answers on test items bearing the 
idiosyncracies of that examiner and result in higher scores 
for those examinees aquainted with the test writer ' s  style . 
This hypothesis was proven to be true in Evan ' s  ( 1 9 8 4 )  study 
involving 7 3  professional paramedics participating in an 
inservice training program. The 7 3  subjects were randomly 
divided into an experimental and a control group. Both 
groups were trained under identical conditions with one 
exception . The experimental group was given four 
achievement tests not administered to the control group . 
These tests were constructed by one person and interspersed 
in the experimental group ' s  training. A fifth and final 
exam, written by the same author as the prior test s ,  was 
administered to both groups .  The results on this measure 
showed that the experimental group scored significantly 
higher than the control group on those test items containing 
three types of test flaws common to this particular test 
developer ( longest correct alternative, grammatical 
consistency, and positional cues ) .  
Other cue-using strategies not included in the Evan ' s  
( 1 9 8 4 ) study but mentioned in the TW taxonomy are the 
Test-Taking Instruction 
1 9  
consideration of specific determiners , stem-option 
association, inclusion of more true (false) statements ,  
phraseology cues , and qualifiers (Mil lman et al . ,  1 9 6 5 ) . 
Developmental TW studies have shown that some cue-using 
strategies are grade dependent . The stem-option association 
strategy has appeared as early as grade five (Ayrer et al . ,  
1 9 7 6 ;  S lakter et al . ,  1970a ) , the longest alternative 
strategy has emerged by the fifth grade (Ayrer et al . ,  
1 9 7 6 ), and the establishment of the specific determiners 
strategy has occurred at approximately grade nine (Slakter 
et al . ,  1 9 7 0a ) . 
Test-Wiseness Correlates 
A valuable function of TW measures is that they can be 
used as an indirect assessment measure of TW correlates . 
For example, if intelligence was found to be a positively 
correlated variab le of TW (which it does not appear to be ) ,  
than an assumption could be made that those individuals who 
are high in TW are also of high intellectual ability. The 
identification of the correlates or varibles contribute to 
the " construct validity" of the TW trait and thu s ,  to the 
development of theory and instructional TW programs 
(Sarnacki, 1 9 7 9 ,  p .  2 68 ) .  Slakter et a l .  ( 1 9 7 0 a )  developed 
a TW measure to investigate several aspects of TW in 
relation to sex and sex by grade level interaction. The 
cross sectional study included over 1 , 0 00 male and female 
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students in the fifth through eleventh grades from western 
New York state and, in its replication, an additional 1 , 0 00 
students from a small city in northern Michigan. The 
results indicated that TW has a linear trend effect over the 
grades studied and that there were no sex or sex by grade 
interaction effects . This same measure was later used in a 
longitudinal study and confirmed that TW i s  not affected by 
sex and that it i s  a relatively stable developmental trait 
over the grade levels studied ( Crehan et al . ,  1 9 7 8 ) . 
In concurrence with previous studies , Benson and 
Hocevar ( 1 9 8 3 )  TW training study of 2 0 8  Black, White, and 
Hispanic third and fifth grade students found that four 
aspects of TW ( following directions , guessing, answer 
changing and use of time ) had no interaction with sex nor 
with race in math and reading achievement . A pretest, 
posttest, delayed posttest design with a control group 
indicated that TW training of an experimental group was not 
effective in improving math or reading scores at the third 
grade level but was effective in increasing math achievement 
at the fifth grade level . 
This finding was measured on both the Intermediate I I  
Math Computation posttest o f  the Stanford Achievement Test 
and one month later on the math section of the California 
Test of Basic Skills (CTBS ) .  The results of the delayed 
( CTB S )  posttest score may have provided some evidence that 
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certain TW traits maintained its effectiveness over time . 
The inability of the third grade experimental group to 
improve their scores after training, may be more indicative 
of a lack of testing experience or test-taking readiness 
noted by past studies on the age appropriateness of certain 
TW traits (Ayrer et al . ,  1 9 7 6 ;  Crehan et al . ,  1 9 7 8 ;  Slakter 
et al . ,  1970a ) . 
Other studies have noted that TW shows a low to 
moderate correlation with intelligence suggesting that TW is 
more a function of the number of TW behaviors one possesses 
( Sarnacki, 1 9 7 9 ) . That i s ,  the ability to pick up cues may 
be demonstrated at all levels of intelligence and reading 
leve l s . Diamond and Evans ( 1 9 7 2 ) and Evans ( 19 8 4 )  professed 
that TW is not a general ability but rather that performance 
on TW items are cue specific and positively correlated to 
verbal achievement . Ayrer et al . ( 1 9 7 6 )  found there was a 
low correlation between TW and verbal achievement as 
measured on the verbal-oriented subtests of a standardized 
achievement test . I n  general ,  most investigators present 
the possibil ity that some aspects of TW are highly 
correlated with the cognitive processes ( Best, 1 9 7 9 ;  Lee & 
Alley, 1 9 8 1 ;  McClain , 1 9 8 3 ;  Sarnacki , 1 9 7 9 ;  Smith , 1 9 82 ) .  
Test anxiety, a negative correlate of TW, decreases 
test performance for examinees stricken with high levels of 
anxiety during a testing situation. This psychological 
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and/or physiological condition counteracts with the TW 
advantage and renders the anxious victim incapable of 
demonstrating their actual ability level ( Lange, 1 9 8 1 ;  Rawl, 
1 9 84 ) . Lange ( 1 9 8 1 ) suggested the alleviation of test 
anxiety through systematic desensitization procedures 
( stress management ) or by teaching test-taking skill s .  
Other factors affecting TW and its correlative test 
performance, may be the amount of clerical errors made on 
computer-scored answer sheets ( Gregory , 1 9 7 9 ;  Markel ,  Bizen, 
& Wilhelm, 1985 ) or the known or unknown difficulty level of 
test items ( Huck, 1 9 7 8 ) . The training of teachers in 
standard test procedures ( Taylor & White, 1 9 8 2 ) ,  the 
familiarity and interpersonal relationships between the 
tester and the test-taker ( Dreisback & Keogh , 1 9 8 2 ;  Fuchs 
D . ,  Fuchs L . S . , Dailey, & Power, 1 9 8 5 ;  Sarnacki, 1 9 7 9 ;  
Taylor & White, 1 9 8 2 ) ,  and the attitude of the examiner 
toward the test-taker who is handicapped ( Fuchs et al . ,  
1 9 8 5 )  may also affect test performance . Additional factors 
affecting TW may be the amount of test experienc e ,  
maturation, motivation ( S lakter e t  al . ,  1 9 70b; Scruggs , 
Bennison, & Lifson, 1 9 8 4 ;  Benson & Hocevar , 1 9 8 3 ) ;  and 
reinforcement ( Taylor & White, 1 9 8 2 ;  Taylor & Scruggs , 1 9 8 3 ;  
Time, 1 9 8 1 ) .  
Instructional Approaches to Test-Wiseness 
There are several suggested approaches that have 
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attempted to minimize the effects of TW and lower the 
potentially high error of measurement . The recommendations 
that have been considered are that ( a )  test constructors be 
trained in the area of asses sment development ( b )  TW 
training be provided for all students {c)  TW training be 
encorporated into an existing curriculum and ( d )  TW training 
be made available only to those students low in test-taking 
strategies .  
Training test developer s .  Jones ( 1 9 7 9 ), Rawl ( 19 84 ) ,  
Sarnacki { 1 9 7 9 ) ,  and Smith ( 1 982 ) contend that test makers 
should be instructed in the principles of test construction 
and TW principles . This maneuver would help habituate the 
development of test items with out the secondary cues s o  
susceptible t o  TW effects . Fluitt and Gifford ( 1 9 8 0 )  and 
Parrish ( 1 9 8 2 )  believe that this instruction should be made 
available to future teachers as a part of their university 
training programs . The false assumption that all competent 
teachers are proficient test developers does not have 
credibility in the TW literature . 
TW training of all student s .  A second approach in 
minimizing the effects of TW would be to train a l l  students 
in the area of test-taking (Crehan et al . ,  1 9 7 8 ;  Gifford & 
Fluitt, 1 9 8 0 ;  Kubistant , 1 9 8 1 ) .  One school district in 
Texas has attempted to standardize all TW instruction and 
practice testing across the school district. They contend 
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that appropriate instruction i n  test preparation ( during a 4 
to 6 week period) can increase test performance more than 
would an equal number of hours of regular classroom 
instruction in the assessed subj ect area ( Ligon & Jones, 
1 9 8 1 ) .  
Incorporation of TW into the curriculum. Other 
instructional programs in test preparation have chosen to 
integrate TW training into their existing curriculum. A New 
York high school has claimed that a synthesization of a 
three year Scholastic Aptitude Test ( SAT) preparation 
program and a substantive English curriculum can 
significantly raise SAT scores . Once per month ,  ninth, 
tenth, and e leventh grade college bound students received 
activities most commonly found on the Verbal Subtest of the 
SAT : analogies , antonyms , sentence completion, and reading 
comprehension. By the time a student was ready to take the 
actual SAT he/she had completed 30 preparatory sessions . 
The results of the preparatory program have yielded 
significant increases on the Verbal Subtest of the SAT . The 
mean verbal score of 458 for participants in the preparatory 
program was 34 points more than the national verbal mean 
score of 424 points {Sanacore, 1 9 82 ) .  
Sancore ' s  ( 1 9 8 2 )  study appears to be the exception to 
the rule if the research summary on test coaching effects by 
Bangert-Drowns ( 1 9 8 4 )  i s  accurate . Bangert-Drowns admits 
Test-Taking Instruction 
25 
that test coaching produces point gains on such tests as the 
SAT but views the average gains der ived from test coaching 
as only minima l .  He cites an average gain o f  just 1 5  points 
on the SAT scale of 200-800 points after test coaching. 
However , he does state that gains are greater when students 
( a )  are given a pretest prior to coaching ( b )  practice on 
tests identical to the criterion tests ,  and ( c )  practice 
more , on a regular schedule for a longer period of time . 
This set of criteria was adhered to for a sustained period 
of time in Sancore ' s  ( 1 9 8 2 )  study and may have been the 
reason for the above average gains reported by this 
particular New York high school . 
Researchers at an elementary school attempted to 
integrate content with test-taking behaviors through a 
piloted reading series known as " Scoring High in Reading" .  
The fourth grade reading series which c laimed to teach the 
reading behaviors found on most achievement test s ,  did not 
show significant differences when compared to scores from 
the Reading Comprehension Subtest of the Metropolitan 
Achievement Test (Costar , 1 9 80 ) .  This study may imply that 
the reading behaviors appearing on most achievement tests 
must be taught directly to students and sufficiently 
practiced before significant gains can be reported ( Bangert­
Drowns , 1 9 8 4 ;  Benson & Hocevar, 1 9 8 3 ;  Blanton & Wood , 1 9 84; 
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Dreisback & Keogh , 1 9 8 2 ;  Gordan, 1 9 8 2 ;  Lee & Alley, 1 9 8 1 ;  
Sanacore , 1 9 82 ) .  
Gordan ( 1 9 8 2 ) advocates that content teachers must not 
only teach students to read comprehension passages but that 
they must also teach students to read the questions of the 
passages . Blanton and Wood ( 1 9 8 4 )  advocate the "direct 
instruction" methodology for teaching these reading 
comprehension test-taking skil l s .  The emphasis of both 
programs is to teach problem solving through internal 
dialogue mode ling and practice items . This is the same 
internal dialogue strategy found to be characteristic of "A" 
students in McClain ' s  ( 1 9 8 3 )  study . The internal dialogue 
strategy was also described by Alley and Deshler ( 1 9 7 9 )  as 
"verbal meditation" and has been beneficial in increasing 
the test scores of adolescents identified as learning 
disabled. 
Reinforcement has been known to be a more powerful 
means of increasing test performance and decreasing the 
measurement of error than test-taking intervention programs . 
Reinforcement also has the added feature of easily fitting 
into an existing curriculum. More than half the students at 
an elementary school in Atlanta scored above the national 
norms in reading after the principal staged a pep rally and 
promised a trophy and a party if the students did well 
( Time , 1 9 8 1 ) .  In another more substantiated instanc e ,  a 
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group o f  second graders from a large metropolitan area 
received one nickel for each raw score point earned above an 
established base score mean . These students did 
significantly better on the reading subtests of the Stanford 
Achievement Test than those students who were not reinforced 
but were trained in test-taking skil l s .  A possible 
explanation for the wide differences between groups in this 
study lies in the test-training program. The trained 
students received only one hour of training one week and 
again two weeks before the test , the content of the training 
package may have been inappropriate, and the person 
providing the training was not the examiner ( Taylor & White, 
1 9 82 ) . 
A hypothesis that the culmination of reinforcement 
techniques and direct test-taking training wil l  increase the 
validity of scores for 1 0 0  elementary age students enrolled 
in programs for individuals labeled as learning disabled 
( LD )  and behavior disordered ( BD )  is currently being 
investigated by Taylor and Scruggs ( 1 9 8 3 ) . The 3 year 
study, which began in July of 1 9 8 3 ,  wil l  statistically 
compare experimental and control groups on several measures 
including: attitudes toward test-taking, student and 
teacher behavior during test administration, and actual 
performance on standardized tests of reading achievement . 
The conclusive publication of this study should help fill a 
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void i n  the existing TW l iterature a s  it reports the effects 
of an interesting diachotomy (reinforcement and test-taking 
instructio n )  on the test performance for children with mild 
handicaps . 
TW training for individuals low in TW. The third 
approach which would help minimize the TW advantage (which 
i s  the concern of this research study ) would be to train 
only those students low in TW (Ebel ,  1 9 6 5 ;  Lee & Alley, 
1 9 8 1 ;  Markel ,  1 9 8 1 ;  McClain , 1 9 8 3 ;  Slakter et al . ,  1 9 70b; 
Taylor & Scruggs , 1 9 83 ) . The rationale for this approach is 
that '"more error of measurement is likely to originate from 
students who have too little,  rather than too much, skill in 
taking tests" (Ebe l ,  1 9 6 5 ,  p .  20 6 ) .  Proponents of this 
approach concur that attempts must be made to "neutralize 
the undue advantage" of high TW individual s  on the 
measurement instruments (McPhail , 1 9 7 9 ;  Sarnacki , 1 9 7 9 ) .  
Minority and low socio-economic status (SES)  students ,  
a target population for TW research, are often rated below 
white students of higher SES in TW abilitie s . Several 
studies have suggested that the variance problem may be a 
result of a basic language difference existing between the 
minorities and the standard written language found on white­
norrned tests (Ayrer et a l . ,  1 9 7 6 ;  Dreisback & Keogh, 1 9 8 2 ;  
McPhail ,  1 9 7 9 ) .  For example, Ayrer et a l .  ( 19 7 6 )  found 
inner city black children were test-wise in four of the five 
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strategies measured on a standardized achievement test . The 
one strategy which did not significantly emerge was 
grammatical consistency of the stem and correct alternative 
(a cue-using strategy which requires the examinee to 
recognize the correct usage of written standard English ) .  
Unlike the research predecessors of the sixties and 
seventies who advocated bias-free standardized testing, the 
minority studies of the eighties are studying the construct 
of TW and how it applies to conventional standardized tests . 
Two of these researchers have developed their own 
instructional techniques with a linquistically based 
emphas i s . McPhail ( 1 9 7 9 ) developed the Psycholinguistic 
Cues Curriculum and the Test Wiseness Curriculum to use with 
black, urban high school students .  The reported 
improvements of the experimental groups was not s ignificant 
but some moderate gains were cited. Dreisback and Keogh 
( 1 9 82) successfully trained young bilingual Hispanic 
children from low economic backrounds in general test 
readiness skil l s .  The training, which was conducted in 
Spanis h ,  proved to have s ignificant effects on the test 
scores of a standardized readiness measure administered in 
both Spanish and English . 
Another group characteristic of low TW abilities i s  the 
population of individuals known as mildly handicapped . 
There exists relatively few TW research studies that address 
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the test skill training of this unique population; 
especially that of students labeled as learning disabled 
and/or behavior disordered. Much of the research that has 
been done focuses not on the training of general test-taking 
skills but on the effects of test performance when 
standardized testing procedures are modified ( Forness & 
Dvorak , 1 9 8 2 ;  Grise, Beattie, & Algozzine, 1 9 8 2 ) . 
Forness and Dvorak ( 1 9 8 2 )  found that 40 adolescents in 
a program for children with behavior disorders placed under 
timed and untimed testing conditions significantly increased 
their Reading Comprehension Subtest score during the untimed 
condition. However ,  this conditional increase did not 
generalize to the Vocabulary and Mathematics Subtests of the 
Metropolitan Achievement Tes t .  Grise,  Beattie, and 
Algozzine ( 1 9 8 2 )  modified the test format of Florida ' s  MCT 
and administered two forms of the modified versions to 3 5 0  
fifth grade students labeled LD. The MCT modifications 
included the use of enlarged print, altered item order, 
unjustified reading passages ( no hyphenated words at end of 
lines) , and a higher example/item ratio . The results 
indicated that over 80 percent of the subjects identified as 
LD reached mastery level on the modified MCT . This was 20 
to 30 percent higher than those fifth grade students in LD 
programs who were administered the standard version of the 
MCT .  The results demonstrated that performance was affected 
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by the factors o f  test construction rather than the skills 
or content of the test items . 
The notion of test modifications has gone beyond the 
experimental stage of thought and has entered the 
application mode of practice .  Testing modifications on 
college entrance exams are now accepted procedures for 
Educational Testing Service ( ETS ) registered students in 
high school special education programs . This recent 
provision i s  not a philanthropic gesture of the ETS but 
rather a mandated act by Section 504 of the Rehabilitation 
Act of 1 9 7 3 .  This act, which emphasizes the fact "that such 
tests should reflect an applicant ' s  level of academic 
abilities rather than a student ' s  impaired sensory, manual, 
or speaking ski l l s "  (Markel et a l . ,  1 9 8 5 ,  p .  3 9 8 ) ,  has had 
an impact on college entrance exams . According to the law, 
any college bound student with an identifiable handicap may 
register with the ETS for special testing arrangements . 
These arrangements are made in consideration for any of the 
fol lowing factors : time , physical arrangements , test 
materials and aids ( practice tests , audio cassette s ,  large 
print tests , large block answer sheets ) ,  and selection of a 
specified test administrator. These special provisions 
contracted with the ETS are well intended, but problems in 
the interpretation of test scores earned under non-standard 
conditions have plagued the system. The ETS does 
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communicate to the receiving colleges that a given student 
had taken the SAT under special arrangements but it also 
reports that the industry does riot know how to interpret the 
score s .  I n  this instance, acceptance o f  the student i s  left 
up to the discretion of the college admissions office . The 
ETS has completed some validity studies involving the 
handicapped population but not enough to help the receiving 
colleges qualify their decisions (Markel, et a l . ,  1 9 85 ) .  
The two studies described ( Forness & Dvorak, 1 9 8 2 ;  
Grise e t  a l . ,  1 9 8 2 ) and Marke l ' s  et a l .  ( 1 9 8 5 )  report are 
applicable to some testing situations, but they do not 
addres s  the real crux of the problem: poor testing ski l l s .  
Alley, Deshler, and Warner ( 1 9 7 9 ) have found that poor 
testing skills are one of the four most frequently found 
disabilities attributed to students labeled as LD . Keogh 
( 1 9 7 1) reported that a common characteristic among students 
known as LD i s  their tendency to choose the first item that 
resembles the correct answer . This selection i s  usually 
made without first examining all the alternative s .  Other 
reasons for the student ' s  inability to perform on tests may 
be due to factors of distractability, an inability to 
sustain attention, lack of resourcefulness, and a deficient 
memory (Alley & Deshler, 1 9 7 9 ) .  
More specific testing characteristics of elementary age 
students in a program for individual s  labeled as LD were 
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identified in a study that compared the spontaneous ly 
employed test-taking strategies used by two groups of third 
grade students identified as LO ( Group 1 )  and non-LO (Group 
2) on a standardized reading test ( Scruggs et a l . ,  1 9 85 ) . 
The 32 Caucasian subjects, 12 in Group 1 and 20 in Group 2 ,  
were a l l  8 to 9 years old and represented an even 
distribution of boys and girls in both groups . The two 
reading measures used in this study consisted of items drawn 
from Primary 2 and Intermediate 1 test batteries of the 
Stanford Achievement Test and given to Group 1 and Group 2 
respectivel y .  The 14 item test contained 1 0  recall and 4 
inferential types of questions . In addition, three items 
from the letter-sound test ( Level 3 )  were selected for its 
obvious inclusion of a distractor which closely resembled 
the stimulus word . The tests were administered individually 
and each subject was asked to read the passages and 
questions aloud and mark the answers they thought were 
correct. They were then told that they would be asked if 
they were sure/not sure that the answer was correct and the 
manner in which they had chosen the particular answer . Test 
items were scored for percentage correct, confidence in 
answer, and the type of strategy reported . A 2 group (LD 
vs . non-LD) and 2 item ( direct recall vs . inferentia l )  
analysis o f  variance (ANOVA) was conducted with s ignificant 
differences found between groups on item type and confidence 
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leve l s . The results indicated that while the difference of 
strategy use,  accuracy, and confidence levels on the recall 
items for the two groups were insignificant; the differences 
on a l l  three criteria were most significant on the 
inferential type questions . Group 2 scored higher than 
Group 1 on appropriate strategy use ( elimination of 
incorrect responses and other reasoning) and on performance 
accuracy. However, the confidence level for Group 1 was 
reported at 9 3 %  versus 6 3 %  for Group 2 subjects . This 
inordinate finding is most unusual when considering the 
overall poor performance exhibted by the Group 1 subjects on 
the inferential questions . Another significant difference 
was in the selection frequency of the inappropriate 
distrator on the word-sound test . These occurrences were 
reported in 5 2 %  of the cases for Group 1 and in only 2 4 %  of 
the cases for Group 2 subjects . The results of this study 
did suggest that students labeled as LO were not likely to 
employ appropriate strategy use on inferential reading 
tasks , were less apt to attend to test format as exhibited 
by their impul siveness to select the targeted distractor, 
and most surprizingly, perpetuated an inflated confidence 
level of ability which did not synchronize with their actual 
performance . 
The knowledge of the testing characteristics associated 
with individuals labeled as mildly handicapped derived from 
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TW studies has been useful i n  test-taking instructional 
development, but the majority of these studies have used 
standardized tests as their sole dependent measures . More 
recent studies have started using classroom tests as 
dependent measures of test performance ( Dolly & Williams , 
1 9 8 3 ;  Lee & Alley, 1 9 8 1 ) .  Classroom tests are the most 
frequently used measures of a student ' s  overall performance 
( Lee & Alley, 1 9 8 1 )  and in the cases of students in LD/BD 
programs are often the qualifiers for their continued 
participation in a regular classroom setting (Marke l ,  1 9 8 1 ) .  
Lee and Alley ( 1 9 8 1 )  found that junior high school age 
students identified as LD improved their test-taking 
performance on regular classroom tests by training them to 
use a specific test-taking strategy. This successful 
investigation included 40 students in a LD resource program 
who were matched according to their grade level ( 7 - 9 )  and 
their regular English or Social Studies teachers , and then 
randomly assigned to experimental and control groups . 
SCORER, a multi-component test-taking strategy developed by 
Carmen and Adams ( 19 7 2 ) ,  was used to train subjects in the 
area of TW .  Prior to treatment , three criterion referenced 
leve l s  based on the learning strategies approach (Alley & 
Deshler , 1 9 7 9 ) were formally defined as fol lows : 
acqui s ition of SCORER demonstrated by naming and defining 
components at 100% accuracy, mastery of controlled materials 
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achieved at 9 0 %  accuracy, and mastery o f  regular test 
materials demonstrated at 80% accuracy . The treatment 
consisted of 20 daily session s ,  3 0  minutes in length, and 
delivered in groups of three to five student s .  A 2x2 
factorial pre/post test control group design was used for 
investigating the regular classroom test scores of the 
experimental and control groups . The results indicated that 
the experimental group did significantly better on the 
classroom post tests than the control group . 
An analysis of the three criterion levels within the 
experimental group showed that subjects met the acquisition 
level at 100% , mastery of controlled materials at 9 5 % ,  and 
mastery of regular classroom materials at the 65% level . 
The data suggested that the subjects did generalize test­
taking strategies across settings (resource room to 
classroom) and informal interviews with the subjects ' 
teachers indicated that generalization also occurred across 
subject matter. 
Other training programs , which may be applicable to 
secondary students low in TW include the use of programmed 
texts (Slakter et al . ,  1 9 7 0b ) ;  a variety of simu lated 
testing demonstrations utilizing audio-visual equipment 
(Ford, 1 9 7 3 ) ;  and a multi-component program model emphasing 
test anxiety management skills , interpersonal s ki l l s ,  
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strategies . In general ,  the l iterature infers that the 
" average gain after training is much higher for those 
students genuinely unsophisticated about tests to begin 
with" ( Dolly & Williams , 19 8 3 ,  p .  5 )  and statistically, it 
is this group that increases the error of measurement on 
standardized and criterion referenced tests ( Lee & Alley, 
1 9 8 1 ;  Scruggs et al . ,  198 4 ) . 
Considering these implications and the knowledge that 
TW can be taught , retained ( S lakter et al . ,  1 9 7 0b ) ,  and 
generalized across settings ( Lee & Alley, 1 9 8 1 ) , this study 
attempted to improve the test-taking skills of four middle 
school students assigned to a learning disabilities resource 
program. The purpose of this study was to investigate the 
effects on in-class social studies tests of the four 
subjects trained in the area of test-taking strategies . 
Method 
Subjects and Setting 
The subjects were four seventh grade students from a 
middle school in a midwest community of approximately 6 0 , 000 
people . The four subjects were randomly selected from a 
caseload list of nine seventh grade students identified as 
learning disabled. The school district determined a student 
as being in need of Learning Disabilities ( LD )  services when 
he/she met the State of I l linois definition which reads : 
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Children with " Specific Learning Disabilitie s "  
means children between the ages o f  3-21 years who 
have a disorder in one or more of the basic 
psychological processes involved in understanding 
or in using language, spoken or written, which may 
manifest itself in imperfect ability to l isten, 
think, speak, read, write, spell or do 
mathematical calculations .  Such disorders include 
such conditions as perceptual handicaps, brain 
injury, minimal brain dysfunction, dyslexia, and 
developmental aphas ia. Such terms do not include 
children who have learning problems which are 
primarily the result of visual, hearing or motor 
handicaps, or mental retardation, emotional 
disturbance or environmental disadvantage . (State 
of I l linois , 1 9 8 3 ,  p . 122 ) . 
The seventh grade facility at this particular middle 
school consisted of two separate teams of teachers . That 
is, the students were ass igned to one of two possible teams 
of teachers and received all of their academic subjects from 
a designated team. The four subjects represented one 
seventh grade team which implied that they had the same 
teacher for each individual subject area (with the exception 
of Reading and Language Art s )  and covered the identical 
material in the course of one school year. All the seventh 
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grade students in the LD program were pretested in October 
of 1 9 8 4  and posttested in April of 1 9 8 5  with the Gates 
MacGinitie Reading Comprehension Test ( Level D ) ,  and all had 
had a recent Weshler Intel ligence Scale for Children-Revised 
(WISC-R) Full Scale IQ score on file . A listing of 
individual Full Scale IQ scores , reading comprehension grade 
equivalence s ,  and demographic data for each of the four 
subjects is presented in Table 1 .  
Insert Table 1 about here 
The four subjects had excellent attendance records and 
were seen daily by a learning specialist in a resource room 
setting. Subject A was a white male, aged 14 years, 1 month 
at the time of treatment, and was adopted by a middle clas s ,  
professional family when he was 4 years of age . His reading 
comprehension level on the pretest was at the 4 . 7  grade 
level and at the 4 . 9  grade level on the posttes t .  The 
findings from a psychological report dated 9-7-82 indicated 
a WISC-R Ful l  Scale IQ score of 1 0 9 . He was labeled LD 
based on his discrepancy between measured ability and 
achievement and for his poor visual and sequential memory 
problems . He was also found to have an attention deficit 
disorder ( A . D . D . ) and hyperactivity, which was being treated 
by the medication known as Cylert . His classroom teachers 
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reported that the medication produced positive effects on 
his behavior and that it was " obvious "  when doses were 
mis sed . During the time of this study, Subject A was under 
the care of a clinical psychologist due to a series of 
"bizarre behaviors" reported by the parents and attributed 
to the sudden and unexpected arrival of the subject ' s  
biological parents . An adolescent outreach counselor also 
intervened and counseled the subject in the school setting. 
Subject B was a white male ,  aged 12 year s ,  5 months , at 
the time of treatment and lived with his grandparents .  
Based on a psychological report dated 10-6-8 3 ,  it was found 
that Subject B had a WISC-R Full Scale IQ of 1 0 8  and that 
el igiblility for LD services were based on memory and 
written expres s ion difficulties . He was also involved in a 
psychopharrnacology project at the local university during 
which time Ritalin was prescribed to help control his 
hyperactivity . His reading comprehension ability on the 
pretest was assessed at the 3 . 5  grade level and at the 4 . 7  
grade level on the posttes t .  I n  contrast ,  his pretest score 
on the Key Math Test was at the 6 . 1  grade level and his 
posttest score was at the 8 . 7  grade leve l .  
subject c was a white male, aged 1 3  year s ,  1 0  months , 
at the time of treatment and lived with his mother and 
stepfather . He was retained in the sixth grade and was 
placed in the LD program at the start of the seventh grade . 
Test-Taking Instruction 
4 3  
The findings of a psychological report dated 8 - 2 9 - 8 4  
indicated a WISC-R Full Scale IQ o f  89 . H e  was found 
eligible for LO services based on the discrepancy between 
his Verbal and Performance !Q ' s ,  and for significant 
auditory memory problems . His reading comprehension ability 
on the pretest was assessed at the 5 . 4  grade level and at 
the 7 . 2  grade level on the posttest . This subject did 
participate in a therapy group " earmarked" for students with 
poor school attitudes and was viewed by teachers and his 
mother as a potentially high risk school drop-out . 
The one female in this study was Subject D ,  aged 12 
year s ,  7 months at the time of treatment who res ided with 
her parents in a middle class home . The findings of 
psychological testing dated 11-4-83 confirmed her 
continuation in the LO program because of auditory and 
visual memory problems . Her WISC-R Full Scale IQ was 94 and 
her reading comprehension ability was assessed at the 5 . 0  
grade level on the pretest and at the 6 . 4  grade level on the 
posttest . She was the one subject who regularly completed 
clas sroom and homework ass ignments and who no longer needed 
the daily assistance of an LO teacher. 
Instuction was provided individually, during 40-minute 
sessions, in the resource room. The room is actually a 
large office with individual student desks , a teacher ' s  
desk, a chalkboard, bulletin boards, learning material s ,  and 
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a microcomputer . The subjects were well acquainted with the 
setting and the experimenter, who was one of two LO teachers 
in the school . The sess ions were provided during the 
experimenter ' s  planning period . Therefore, the room was 
free from possible distractions caused by other student s . 
The experimenter who instructed the four subjects 
during the treatment program was a master s '  degree 
candidate, from Eastern I l l inois University, Department of 
Special Education . She was the LD program manager for the 
four subjects and had nine years of experience in teaching 
students with mild handicaps from a variety of socioeconomic 
backgrounds . The majority of her teaching experience was in 
middle schoo l s ,  in resource room settings . 
Mater ials 
A test-taking manual,  presented in the appendix, and a 
series of six overhead transparencies were developed by the 
experimenter; these consituted the primary source of 
instruction during the treatment phase of this study. The 
4 1 -page manual ( see the appendix) was divided into five 
categories of test-taking: ( a )  test preparation ( b )  general 
test-taking principles ( c )  clue words ( d )  following 
directions , and ( e )  specific strategies for multiple-choice, 
true/false,  fill -in-the-blank, and/or matching test 
exercises . In addition , several chapter tests from the 
seventh-grade social studies textbook, Our World (Ginn & 
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Company , 1 9 7 9 ) ,  were used to model the " internal dialogue" 
strategy ( Lee & Alley, 1 9 8 1 ) . 
A supplementary computer program, Strategies for Test 
Taking ( Microcomputer Educational Programs , 1983 ) ,  was 
included in the treatment phas e .  Supposedly, this program 
was field tested on populations who needed to develop basic 
living skills and who had a minimal reading level of the 
third grade . However ,  no supporting statistical data as to 
the progam ' s  effectivenes s  was presented in its accompanying 
manual . The Simplified Conceptual Level Option of this 
program was designed to teach students how to prepare for 
and take tests formatted as true/fal s e ,  multiple-choice, and 
fill-in-the-blank. This program was se lected for both its 
motivational value and its presumed independent readibility 
leve l .  The program reinforced some of the important 
concepts presented in the test-taking manual (see the 
appendix) such as underlining clue words , fol lowing test 
directions , and reviewing completed tests for possible 
error s . This 2 0 - 3 0  minute program ran on an Apple computer 
located at the study cite and because of the subjects ' 
familiarity with the computer , required no additional 
instruction in computer usage . 
Procedures 
Design . 
A multiple baseline design across subjects was used to 
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evaluate the effects of t�st-taking instruction on the 
dependent measure . Since each of the students received 
instruction at different intervals ,  the number of data 
points varied during the baseline and treatment phases . 
Test scores were collected during 14 intervals throughout 
the study and within this framework, students were randomly 
assigned to a baseline length . Subject A had taken two 
tests during baseline and 1 2  tests during intervention; 
Subject B had taken four tests during baseline and 10 tests 
during intervention; Subject C had taken six tests during 
baseline and eight tests during intervention; and Subject D 
had taken eight tests during baseline and six tests during 
intervention . 
Dependent measures . The dependent measures were the 
chapter tests which accompanied the social studies textbook, 
Our World ( Ginn & Company , 1 9 7 9 ) .  All the chapter tests 
were both administered and scored by the subjects ' social 
studies teacher within the regular classroom. In an effort 
to maintain the validity of test scores and to prevent from 
any harmful " Hawthorne Effects " ,  the experimenter did not 
inform the classroom teacher of either the nature of this 
study or the identity of the four subjects while the study 
was in progress . The experimenter monitored the test scores 
for a l l  the students in the LD/BD program; this was a 
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typical role of the resource teacher and was not viewed as 
an unusual practice by the social studies teacher . 
Instructional Intervention . The four subjects were not 
informed of their participation in this study . They were 
told that a goal for the 1 9 84-85 school year was to improve 
their test performance . In order to help them meet this 
goal, they were told that they would be completing a mini­
unit on test-taking and that the mini-unit ' s  offerings would 
include the use of the computer ,  worksheets, and overhead 
transparencie s . Each subject was provided with a test­
taking manual ( see the appendix ) .  
Immediately fol lowing the end of their respective 
baseline s ,  each student was given test-taking instruction on 
10 consecutive school days . During each 40-minute session, 
the experimenter read aloud most of the required reading in 
the test-taking manual to the subject s .  Although the 
response sheets and writing activities were intended to be 
independent work activities, the directions and questions 
were read aloud if requested. 
An 18 item true/false test-taking test ( see the 
appendix, p .  2 )  was completed by the subjects in session one 
of the intervention . The test, which measured a subjects 
general knowledge of test-taking and good study habits, was 
used primarily as a " springboard" for discussion. The 
correct answers and a short explanation ( see the appendix, 
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p .  4 )  were read aloud t o  the subjects . The subjects were 
encouraged to discuss the answers , and to qualify their 
answers with their own testing experience s .  A series of 
overhead transparencies and an informational sheet ( see the 
appendix, p .  3 )  introduced the need for adequate test 
preparation.  This section stressed the importance of basic 
study skills including organizational hint s ,  study 
techniques, and other directives intended to instill 
positive attitudes toward the testing process . 
The topic of Sess ions 2 and 3 was general test-taking 
principles for objective tests (see the appendix, pp . 5-8 ) . 
The subject was introduced to this concept by completing a 
2 0-minute computer program, Strategies for Test Taking (MCE, 
1 9 8 3 ) .  The program emphasized the importance of test 
preparation introduced in Session 1 and included some 
general test-taking strategies common to the test-taking 
manual .  The nine general test-taking principles taught in 
these sessions through reading, reciting, and internal 
dialogue mode ling activities were presented in the fol lowing 
sequential order : 
1 .  Read all test directions and questions carefully. 
2 .  Keep your place in the correct row of answer 
spaces .  
3 .  Skim over all questions . Give the most time to 
the questions with the most point s .  
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4 .  Do the easiest questions firs t .  
5 .  Omit the difficult questions on your first pass 
through the test . 
6 .  When you omit ( or skip) a question, make a * in 
the margin next to the question . 
7 .  When you have finished the easy question s ,  return 
to those questions marked with a * and try again . 
8 .  Set aside time at the end to read over your 
answers and to check for errors . First, read over 
the questions marked with a * and then read over 
the unmarked questions . 
9 .  Make sure you marked every questio n .  These nine 
principles were reviewed through out the 
intervention . 
Sessions 4 and 5 involved the identification and 
utilization of common clue words found in test questions and 
test directions ( see the appendix, pp . 10-1 3 ) .  Clue words 
were defined as " tricky word s "  that are often overlooked and 
underrated by test-takers . The experimenter emphasized that 
the presence of one clue word in a test item could change 
the entire meaning of a statement but they could also help 
the exarninee decide the truth or falsity of a statement 
( e . g . ; a lways , seldom, never, few, many ) .  The clue words 
found in test questions are those words that provide 
directives to the examinee ( e . g . ; underline , circle, choose, 
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record ) .  A loss of points could result if the directions 
pointed out by these words were not followed. Subjects were 
instructed to underline all clue words and to consider them 
carefully when selecting an answer or reading a direction. 
The first activity required the subject to read and 
underline the clue words found in a series of statements .  
The second activity asked the subject to categorize a list 
of clue words under three different headings; ( a )  the "all 
or nothing" clue words , ( b )  " open" clue words , and ( c )  
directional clue words . The " a l l  o r  nothing" clue words 
tells the test-taker that something is absolutely true or 
fals e .  An example o f  this clue word was given i n  a 
statement : All tests are fun to take . The catagory of 
" open� clue words informs the test-taker as to the degree 
something is true or false . These words do not make 
definite statements as do the "all or nothing" clue words . 
An example of an " open" clue word was used in this 
statement : Some tests are fun to take . The third kind of 
clue words was the more familiar directional type words 
found in test directions ( underline , circle, etc . ) .  
Utilization of clue words was the second skill 
introduced in this section of the manual ( see the appendix, 
pp. 14- 1 6 ) .  A multiple choice activity drawn from Improving 
scores ( Scholastic Magazine, 1 9 7 6 , p . 10 )  required the 
subject to deduce the correct answers from a series of 1 5  
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statements containing the clue word " always "  ( e . g .  An army 
always has : a .  rifles b .  soldiers c .  flags d .  bombs ) .  A 
higher level reasoning activity, designed by the 
experimenter and formatted in a sentence completion 
exercise,  required the subj ect to draw a conclusion from a 
set o f  situational statements containing clue words ( e . g . 
All plants and animals must have water and air ; The moon has 
no water or air; We will never be able to grow corn on the 
moon ) .  
Session 6 addressed the importance of following test 
directions ( see the appendix, pp. 18-25 ) ,  The students were 
given a variety of activities which emphasized that test 
directions should always be read first and followed 
carefully and completely. The lessons also emphasized that 
the test-taker underline key words and phrases in the test 
directions and be able to say the directions to themselves 
in their own words . The activities included: ( a )  the oral 
reading of an informational sheet; ( b )  a practice test which 
demonstrated how the wording of different test directions 
can be used to test the same skill; ( c )  the underlining of 
clue words and key phrases found on actual test directions 
from their Social Studies tests ; ( d )  a short reading and 
writing activity which demonstrated the need to read all 
test directions before responding to the test questions ; and 
( e )  writing their own set of directions in an activity which 
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was taken in part from Using Textbooks Efficiently ( Scope, 
1 9 8 3 , p .  1 6 ) . 
Session 7 began with a quick written review on the 
general principles of obj ective test-taking and progressed 
to the identification of multiple-choice, true/false, fill­
in-the-blank, and matching type tests . Each subject then 
wrote a multiple-choice question and either a true/false or 
fill-in-the-blank question about a given topic ( see the 
appendix, pp . 27- 3 1 ) . 
Cue-us ing strategies or hints unique to mu ltiple­
choice, true/false, fill-in-the-blank, or matching type 
questions constituted the material in Sess ions 8 and 9 .  The 
presentation and delivery of the material was handled in the 
same manner for each of the four types of obj ective test s . 
An informational sheet with the title of the objective test 
type , a short description, a sample general knowledge type 
question, and a list of hints for taking the specific test 
type were presented to the subjects ( see the appendix, pp . 
3 3-40 ) .  The information was read aloud to the subjects and 
each of the hints were applied (when appropriate) to the 
sample question s .  This was accomplished via the internal 
dialogue approach where the examinee talks through the 
question while deriving at the correct answer . 
Session 1 0  included the application of these cue-using 
strategies and the internal dialogue strategy on actual 
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examples of flawed test questions drawn from Our World 
(Ginn , 19 7 9 ) .  These questions were selected because they 
all contained certain secondary cues that made them 
susceptible to TW effects . The examples were questions from 
previous tests each subject had already taken or from 
omitted tests . Each subject was s hown the examples and told 
to apply the hints learned in the previous sessions to the 
new set of sample questions . The subject was instructed to 
think aloud while considering responses to the questions ; 
assistance was provided as needed . 
The most frequent secondary cues found in the publisher 
produced multiple-choice sample questions were the 
elimination of the absurd item, stem-option association, 
and/or one test item answering another test item. The 
true/false samples contained many clue words which made the 
correct choice more apparent to the test-taker . The 
grammatical consistency cue was the most obvious test flaw 
found in several of the matching exercises . An examinee 
using this cue, and having no prior knowledge of the subject 
matter, could answer every item on the sample exercise with 
100% accuracy . The fill-in-the-blank exercises required the 
test-taker to have some knowledge of the subject matter 
being tested but its format was not that difficult . All of 
these exercises had a "word bank" ( i . e .  the exercises did 
not require any word retrivals ) from which the TW examinee 
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could apply the deductive reasoning strategy to obtain the 
correct answer . 
The session concluded with a final application of the 
general test-taking principles and cue-using strategies on 
the most recent test taken by the subject. The subject was 
then given the test-taking manual to take home and use as a 
reference . This manual was accompanied by a letter which 
informed the parents of their son/daughter ' s  succes sful 
completion of the test-taking unit ( see the appendix, p .  
4 1 ) .  
Results 
Graphic representations of each of the subject s '  1 4  
test scores are visually displayed i n  figures 2-5 . 
Numerical information including test dates and chapter test 
numbers are displayed in Table 2 .  The subject s '  accuracy 
scores earned on the 14 chapter tests and their baseline and 
intervention means are listed in Table 2 .  
Insert Figures 2 - 5  and Table 2 about here 
A visual analysis of the plotted data gives a picture 
of the effectiveness of the instructional intervention. In 
general , all the subjects appeared to demonstrate an 
ascending level change on the test administration 
immediately fol lowing test taking instruction and an overall 
Figure Caption 
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Figure 2 .  Accuracy scores and means produced by 
Subject A on 14 testing sessions ( the vertical line 
indicates the individual point of intervention ) .  
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Figure 3 .  Accuracy scores and means produced by 
Subject B on 1 4  testing sessions ( the vertical line 
indicates the individual point of intervention ) .  
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Figure 4 .  Accuracy scores and means produced by 
Subject C on 14 testing sessions ( the vertical line 
indicates the individual point of intervention ) .  
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Figure 5 .  Accuracy scores and means produced by 
Subject D on 1 4  testings sessions ( the vertical line 
indicates the individual point of intervention ) .  
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increase in the mean percentage was noted in the post 
interventional phase for each subject . 
In addition to the visual analysis , the adapted version 
of the Mann-Whitney U Test (change in trend test) and the 
"co lumns test" ( level change test) both of which developed 
by Barton, Brulle, Ary, and Repp ( 1 9 8 1 ) was applied to the 
data for Subject C and Subject D .  The statistical results 
indicated that these subjects demonstrated neither a 
significant change in trend or a change in level between the 
adjacent phases . The tests, which involved the random 
pairing of data points within and between adjacent phases, 
required more baseline entries than either Subject A or 
Subject B were assigned . Therefore, the tests were not 
applicable in the analysis of data for these two subject s . 
Subject A. Subject A appeared to demonstrate the most 
significant level change . On the third test that directly 
followed intervention, his percentage score increased 3 1  
points over his previous baseline test score . This was 
followed by a decrease of 1 3  percentage points on the fourth 
testing administration . After this decline in test 
performance, an ascending line between test five and test 
six occurred . This trend did not continue into the next 
testing session . Instead, a severe decrease in percentage 
level of 57 points occurred on the seventh testing session . 
This ascending and descending line pattern continued during 
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the next four testing administrations . Stabilization of the 
plotted test scores were beginning to occur on the last 
three test entries . There was a s light downward s l ope 
formed by these three scores but in relation to baseline 
they were still well over the baseline mean. 
Except for two extremely low scores ( seventh and ninth 
testing sessions ) that fell below the baseline mean , Subject 
A continued to raise his test scores in the second phase of 
this study . This indicator of improved test performance was 
notable in the mean difference of the two adjacent phases : 
the reported mean score for the intervention phase was 1 7 . 1  
percentage points more than the baseline mean.  
Subject B .  Subject B appeared to make substantial 
change in level of 1 9  percentage points on the fifth test 
administration which directly followed intervention . This 
particular test score was his second highest score ( 8 7 % )  
reported . None of the subsequent exams reached this peak 
until the final test administration ( 8 9 % ) .  The scores lying 
between the fifth and the fourteenth testing sessions 
created an erratic pattern of ascending and descending lines 
which never really stabilized. 
The immediate level change was followed by two 
plummeting test scores ( s ixth and seventh testing sessions ) .  
After this severe decline , Subject B regained percentage 
points on the fol lowing seven tests with five of the scores 
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appearing above the baseline mean . These scores may 
constitute some evidence of an upward trend in test 
improvement but visually the scores do not form a definite 
upward s lope. The mean differences in the adjacent phases 
are not significant although there is a s light increase of 
5 . 4  percentage points in the post intervention phase. 
Subject C .  Subject C also appeared to demonstrate an 
increased change in level on the seventh testing 
administration directly fol lowing intervention . This 
apparent level change was preceded in baseline by a two 
point plateau formed by the fifth and sixth test scores . 
The improved test performance continued in an upward 
direction on the eighth test, then abruptly declined on the 
ninth administered test ( lowest ranked test score ) .  
Subject c recovered his loss of percentage points on 
the tenth test ( highest ranked score ) but was unable to 
maintain or improve upon the 85% accuracy level on the next 
five tests . A range of 62% to 8 2 %  constituted the scores 
from testing administrations 1 1  to 1 3 . Visually, these four 
scores did not form an ascending line , but they were a l l  
above the baseline mean and were cons idered passing grades 
on his social studies teacher ' s  grading scale . 
A severe decline in percentage points occurred on the 
fourteenth test and in conj unction with the thirteenth test , 
a descending line was formed . Although the difference in 
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means between the two adjacent phases did favor 
intervention , no generalized improvement in test performance 
can be reported . The difference in means of 7 . 4  percentage 
points was not highly significant and the concluding 
descending line posed the possibility of a continued 
downward trend in test performance . 
According to the adapted Mann-Whitney u Test ( Barton et 
al . ,  1 9 8 1 ) where a u  is obtained from the difference in 
ranked scores of randomly paired data points of the two 
adjacent phase s ,  no significant change in trend occurred at 
the . 05 significance level . In concurrence , no significant 
change in level as ascertained by the columns test ( Barton 
et al . ,  1 9 8 1 )  seemed to take place between phases . 
Subject D .  A four percentage point increase in test 
scores from the last baseline entry ( e ighth test ) to the 
first intervention entry ( ninth tes t )  indicated that a 
possible change in level occurred between the two adj acent 
phases . This change is further reinforced by the stable 
horizontal line drawn between the plotted points of 
Chapters ' 19 and 2 0  test score s .  In consideration o f  
baseline data, an upward trend toward test improvement may 
have begun with the last baseline entry ( eighth test ) ,  as it 
was preceded by a definite decline in test performance . 
The remaining four tests of the intervention phase 
indicated a general upward trend in improved test 
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performance . All the scores maintained a level of 
performance above the baseline mean of 44 . 5 %  and ranged 
between 59%-84% in accuracy score s . This range of scores 
and it plotted visual form of two descending scores followed 
by two ascending scores formed a type of "valley" 
configuration. The results of the last two tests , which 
formed a definite upward vertical line, are indicative of a 
possible continuation of improved test scores . 
An upward trend of test performance in the intervention 
phase was evident when the two adjacent mean scores were 
compared. Subject D had a mean baseline score of 4 4 . 9 % and 
a mean score of 7 1 . 3 %  during the post intervention phase of 
this study . This significant difference of 2 6 . 4% held 
evidence that improved test performance did occur after 
intervention . Her four highest scores of 7 1 %  or more were 
recorded in the post intervention phase and her four lowest 
scores of 4 4 %  or less occurred during baseline . 
According to the adapted Mann-Whitney u test ( Barton et 
al . ,  1 9 8 1 ) ,  no significant change in level seemed to occur 
between phases . A probabi lity level of . 3 14 was greater 
than the . 05 s ignificance level and the null hypothesis 
could not be rejected. Als o ,  no significant level change 
seemed to take place when the columns test was applied to 
the subj ect ' s  data. 
Discussion 
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The test-taking instruction did have a n  immediate 
effect in improving the test performance of the four 
subjects . This finding corresponds with the results of 
other TW training studies that used poor test-takers as 
subjects and supports by an apparent phenomenon that occurs 
when individuals low in test-taking ability are instructed 
in the area of TW .  The phenomenon, noted by Dolly and 
Williams ( 1 9 8 3 ) ,  is as follows : " . . .  after test taking 
instruction the average gain appears to be higher for those 
students who are genuinely unsophisticated about tests to 
begin with ( p .  5 ) " .  If this phenomenon is true, then the TW 
training studies that select subjects on the basis of their 
low testing ability would probably produce more gains in 
test performance than those studies that select their 
subjects from a larger cross section of ability leve l s .  
These accelerated post-interventional gains , produced by 
Subjects A ,  B ,  c ,  and D on the test directly fol lowing 
intervention, support the belief that test-taking 
instruction be provided only for those students with poor 
testing skill s .  Proponents of this approach believe that 
more " error of measurement" is produced by individuals low 
in TW than by those individuals who are proficient test 
takers ( Ebel ,  1 9 6 5 ) .  Thus supporters of this approach view 
test-taking instruction as a means to reduce the wide 
variance in test scores . 
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The apparent short-term effectiveness o f  the 
instructional intervention is evident in the increased 
accuracy scores demonstrated by the four subjects on their 
test scores directly following intervention. However, the 
question of its long term effectiveness on the succeeding 
post-interventional tests remains a problem. subject D was 
the only subj ect that demonstrated a continuous improvement 
in test performance after the test-taking instruction. 
Subjects A,  B, and C showed an erratic pattern of test 
performance that never really stabilized . In essence, this 
pattern may be more indicative of the subjects ' study habits 
( i . e . , whether they had studied or did not study for an 
upcoming chapter test) than in the effectiveness of the 
intervention . 
The question of long term effectiveness may be a result 
of this study ' s  design . The fact that the study was of a 
time series design which ran for one school year and used 14 
classroom tests as dependent measures was unique to the TW 
literature. No other TW training study extended their data 
collection beyond that of one posttest measure or as in the 
case of Benson and Hocevar ( 1 9 8 3 ) ,  beyond two posttest 
measures ( and they used only the mathematical section of the 
CTBS ) .  The reported success rates of the other TW training 
studies may parallel the immediate success rates of this 
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study . All of these studies did show an increase in test 
performance on the measure directly following instruction 
but the question of the interventions ' longevity has not 
been addressed until now. Possibly, if the other TW studies 
choose to extend their data collection beyond the one 
posttest measure immediately following instruction, then the 
favorable effects of their interventions may have been 
negated or at least diluted by any future test measures . 
This apparent question of the longevity of test-taking 
instruction is one of the main contributions of this 
particular study . Future TW training studies must be able 
to prove their long-term effectiveness before legitimate 
claims as to improved test-taking performance can be taken 
seriously. 
Generalization 
The question of retention or lack thereof in the 
effectiveness of intervention may lie in the subject ' s  
inability to generalize the test-taking over time and 
situations .  The experimenter ' s  periodic reminders of social 
studies '  test dates and the general verbal reviews of the 
test-taking principles may not have been suff icient to 
sustain the initial intervention effect s .  Possibly, a more 
efficient use of the TW training would have been to 
interject systematic review sessions on the test-taking 
strategies .  These reviews could have been held after each 
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testing session , after every other testing session , and/or 
until the subject met a realistically set criterion level on 
two or more consecutive tests . 
In their study, Lee and Deshler ( 1 9 8 1 )  found 
generalization to be the key effect of their successful TW 
training study . In contrast to this study, the Lee and 
Deshler ( 1 9 8 1 ) study ran for a longer period of time , 
included more practice materials that closely resembled the 
classroom test s ,  and provided more supervision during the 
mastery stage of the strategy training. These components ,  
similar to those noted by Bangert-Drowns ( 19 84 ) ,  are viewed 
as requisites to effective test coaching programs . 
Lee and Deshler ( 19 8 1 )  also described a possible 
developmental phenomenon of the benefits of strategy 
training in terms of grade levels . A total of seven 
subjects out of 40 did not reach mastery of clas sroom 
materials . out of this number, four were seventh-graders , 
one was an eighth-grader and two were ninth-graders . Given 
this distribution, it could be that developmentally some 
seventh-graders are not prepared to utilize the benefits of 
TW strategy training; alternative ly , it may take more days 
of training for seventh-graders to acquire the strategy than 
it does for eighth or ninth graders . Slakter et al . ( 19 7 0 a )  
may lend some support t o  this possible developmental 
phenomenon. They found that the similar option strategy 
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occurred at approximately grade eight and that the specific 
determiner strategy appeared at approximately grade nine . 
Since the present study used seventh-grade students as 
subjects ,  it is possible that some of them were not 
developmentally prepared to apply these cue-using strategies 
on their clas sroom test s .  
Possible Internal Validity Threats 
There were several inherent features of this study, 
independent of the treatment intervention, that may have had 
an affect on the subject s '  test performance . The fact that 
the teacher was not informed of the nature of the study 
caused a cons iderable amount of interrupted scheduling in 
testing administrations ( refer to Table 2 for chapter test 
dates ) .  For example, the first five test s ,  which 
corresponded with the material presented in Chapters 1 to 5 
of the textbook, were administered in approximately 2 week 
intervals that began in September and ended in November .  
These tests were all administered during the first s emester 
of the school year. In comparison, the Chapter 6 test was 
not given until the start of the s econd semester . This 
particular test was preceded by an approximately 3 week unit 
on Greek and Roman Mythology and by a 2 week Winter break. 
This long delay between tests and intervention may have 
caused the plummeting score on the Chapter 6 test for 
Subject B and the decline in test performance for Subject D .  
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Subjects A and c were not necessarily affected by this delay 
in testing. 
After the sixth test was given , the social studies 
teacher assigned the readings of Chapters 7 to 12 to the 
student s .  However, the teacher choose to omit these chapter 
tests as required course work. In lieu of testing, she 
ass igned a series of written projects , art projects , and 
oral presentations on the European countries . At the 
completion of this unit , she then assigned the readings of 
Chapters 1 3  and 1 4  and accordingly tested the students on 
the materia l .  The teacher then reinstated the project­
oriented activities for the Middle East Unit {Chapters 1 5  to 
1 8 )  in much the same manner as she did for the European 
Unit. These less structured project-oriented activities , 
interspersed with the more traditional " read then test" 
structure { Chapters 13 and 1 4 )  may have been a contributor 
to the fluctuation in test scores for Subjects A and B .  
Possibly, this curriculum was inappropriate for those 
students identified as attentional disordered, hyperactive , 
and/or learning disabled who require structure and 
continuity in a classroom setting. 
This type of structure was offered in the fourth 
quarter of the school year when the students were 
consecutively assigned and tested on material from Chapters 
19 to 2 4  { n inth to fourteenth testing sessions ) .  During 
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this period, Subjects A ,  B ,  and D appeared to reduce their 
variance in scores and exhibit more stability in test 
performance . Subject D did have the more advantageous 
position of being the last subject who received 
intervention. Her intervention phase coincided with this 
uninterrupted testing period ( Chapters 19-24 ) ,  contained 
fewer testing sess ions , was closer in proximity to the point 
of intervention than the other subject s ' intervention 
phase s ,  and she also had the advantage of a better oriented 
teacher after having taught the three others firs t .  
Another pos s ible inherent effector of test perf orrnance 
associated with this study was in the tests themselve s .  
Several chapter tests may have lacked validity ( tests did 
not measure what it purported to test ) or were too difficult 
for the subjects . All of the subjects did poorly on the 
s econd test and three of four subjects exhibited low scores 
on the seventh and ninth tests . 
The low scores exhibited by Subjects A ,  B ,  and D on the 
seventh test were not unique to them alone . The majority of 
the students in their social studies class produced low 
scores on this particular test . In efforts to compensate 
for this condition, the social studies teacher applied the 
bell curve to this set of scores and accordingly adjusted 
the grading sca l e .  Subject C received a score of 6 8 %  and in 
its revision was considered a " B "  grade . The position of 
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this test score i n  relation t o  Subject C ' s  intervention 
( f irst data entry of intervention) may have contributed to 
the better-than-average test performance . 
Statistically, Subject C did not appear to exhibit a 
significant change in leve l .  Visually, the Subject 
demonstrated an eight-point level change on the seventh test 
( see Figure 4 ) . However, the fact that the majority of the 
students did poorly on this test and Subject C did wel l ,  may 
provide some evidence that the intervention had even more of 
an impact on test improvement "than first meets the eye " .  
This hypothesis might also apply to Subject D .  Her 
first intervention entry was the ninth test; a test on which 
Subjects A,  B ,  and C did very poorly. Possibly her 
immediate four point level change carried considerable 
weight in determining intervention effectivenes s .  However, 
unlike Subject c ,  the bel l  curve was not applied to this 
particular tes t ,  and the impact of her immediate level 
change would not have been as dramatic . 
The third possible contributor to test performance may 
lie within the peculiar personality traits of the sub j ects 
themselves .  The graphs of Subjects A, B ,  and to s ome degree 
c ( see Figures 2-4 ) may typify the topography of students 
with attentional deficit disorders ,  hyperactivity and/or 
behavioral disorder s .  The dramatic "peak s "  and "valleys " 
found on these graphs may be more indicative of the 
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subjects ' emotional, attitudinal, and physical states a t  the 
time of testing. For Subjects A and B ,  the sporadic test 
scores might have been an indicator of the strength or 
effectiveness of their medication rather than a true 
estimate of their testing capabilities . In the case of 
Subjects A and C ,  the irregularity in test scores may have 
been due to attitudinal or emotional problems displayed by 
these subjects throughout the study. 
Subject A had a history of emotional problems which was 
manifested in his immature behavior and poor peer 
relationships . However, the upheaval in his home life 
(which occurred in January of the school year ) accentuated 
these negative behaviors and created new ones . A behavioral 
checklist, initiated in February, did help to improve his in 
class behavior, but did not noticeably increase the quality 
or quantity of his school work. 
Subject C had exhibited some periodic attitudinal 
problems which affected his academic performanc e .  His 
teachers reported that he selectively chose days or specific 
classes in which he would decide to behave or not to behave . 
For example, there were indications that the day of the 
ninth test may have been one in which he chose to misbehave . 
The teacher had made the notation " talking" on his test 
paper. On the day the final test was administered, he was 
sent out of the room for causing a disruption to others , and 
Test-Taking Instruction 
74 
had to make-up this exam during his recess period. 
Possibly, he acted out because these tests were too 
difficult for him or he might not have read the material in 
the designated chapter . However ,  the disruptive behaviors 
may also have been premeditated resulting in a low score . 
Four of his highest test scores were in the intervention 
phase, and if one could eliminate the ninth and fourteenth 
test scores from this phase, an upward trend in test 
performance may have been demonstrated. 
There are relatively few studies in print that pertain 
to motivation and how it effects test performance ( Taylor & 
Scruggs , 1 9 8 3 ;  Taylor & White, 1 9 82 ) .  Yet, from information 
obtained through informal interviews with the subjects ' 
classroom teacher s ,  motivation appeared to be a 
distinguishing factor in the success rates of the four 
subjects . The results of the interviews indicated that 
Subject D was the only subj ect who completed her assignments 
on a regular basis and asked for frequent feedback from her 
teachers . In contrast, Subjects A,  B ,  and c did not 
consistently complete their assignments or seek additional 
ass istance or feedback from their teachers .  This 
"disinterest " in the grading process seemed to have an 
adversive effect on their test performance . Possibly, if 
several tangible reinforcers in combination with the 
treatment intervention were initiated ( Taylor & Scruggs , 
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1 9 8 3 ) ,  higher test scores might have been noted for these 
sub j ects . External reinforcement for higher test scores may 
have helped in maintaining the initial progres s  that these 
subjects made on their test ( s )  directly following 
intervention . In theory, this externalized reward system 
may have then been gradually replaced by the more intrinsic 
reward of school achievement . 
Intellectual Functioning Levels 
Intellectual functioning did not appear to be a 
determiner of high test scores on the social studies tests , 
nor was it a determiner of test-wiseness . I n  fact, those 
with the above average IQ scores ( Subjects A and B )  
performed at lower achievement levels o n  the dependent 
measures than did Subjects C and D with the low average IQ 
scores . Als o ,  Subject D was the only subject who 
consistently used the test-taking strategies taught to her 
during intervention. Evidence of the usage were on the 
tests , which showed frequent underlinings of clue words and 
key phrases , and astericks in the margins to mark the more 
difficult items . 
Subject A used the underlining of clue word and phrases 
on the three tests following intervention ( two of which were 
his s econd and third ranked scores of the 1 4 )  but did not 
use the strategy in any consistent manner on the remaining 
nine exams . These findings seem to infer that TW i s  not 
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necessarily a correlate of intelligenc e ,  but rather more a 
function of the number of TW behaviors one pos sessess 
( Sarnacki, 1 9 7 9 ) .  Als o ,  it appears that TW is cue-specific 
rather than a general ability of the examinee . That i s , the 
TW individual is s ignaled by specific cues in the test 
items , and accordingly applies the appropriate strategies 
( Diamond & Evan s ,  1 9 7 2 ;  Evans , 1 9 8 4 ) .  
Reading Comprehension Levels 
Although the reading comprehension levels of the 
subjects were a possible determiner of high test scores on 
the seventh-grade social studies tests , they were not 
necessarily determiners of TW ability. Given the variance 
of the subject s '  reading levels and the fact that the 
readabil ity level of the tests were not adjusted (Ayrer et 
al . ,  1 9 7 6 )  or modified in any manner ( Forness & Dvorak , 
1 9 8 2 ;  Grise et al . ,  1 9 82 ) ,  it was difficult to assess 
whether a relationship might exist between TW and reading 
comprehension/verbal achievement ( i . e .  if a test i s  too 
difficult to read, an accurate measure of TW cannot be 
made ) . 
Subject A was the lowest achiever of the four subjects 
on the social studies exams . His fourth-grade pretest and 
posttest reading comprehension level ( if it was an accurate 
estimate of his true reading score) may have been inadequate 
for comprehending seventh grade level printed material .  The 
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questionable accuracy of h i s  reading level was based o n  the 
fact that he finished the 35-minute mu ltiple-choice posttest 
15 minutes early. This displayed impulsivity to mark the 
first answer that resembles a correct answer (Al ley & 
Deshler, 1 9 7 9 ;  Keogh, 1 9 7 1 ;  Scruggs et al . ,  1 9 8 3 )  and his 
notably poor attitude toward the testing process (Marke l ,  
1 9 8 1 ;  Taylor & Scruggs , 1 9 8 4 )  may have contributed t o  this 
subj ect ' s  low reading score . In an effort to assess more 
accuratly estimate of this subject ' s  true reading ability, 
the experimenter administered an Informal Reading I nventory . 
The results indicated a s ilent reading comprehension score 
at approximately the sixth grade level and an oral reading 
comprehension score at the seventh grade leve l .  Possibly, 
the required readings and the chapter tests were at too 
difficult a reading leve l ,  but his failure to achieve higher 
scores on the dependent measures was probably more likely 
due to his failure to study for the exam or read the 
designated chapters . 
Subject B had the most severe reading disability of the 
four subject s .  His main area of difficulty was word 
recognition and therefore, it affected his reading 
comprehens ion . His fourth-grade reading level might have 
been a factor for some of his low score s ,  had a taped 
version of the textbook not been made availabe to him at the 
listening station in the classroom. He achieved the two 
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highest scores recorded in this study ( 87 %  and 8 9 % ) ;  a 
finding which is not surprising when considering his above 
average IQ score and his eighth grade level listening 
comprehension score ( Spache Diagnostic Tests, 1 9 7 2 ) . 
Subject c was the strongest reading comprehender of the 
four subjects . In less than one school year, his pretest 
and posttest reading scores indicated an approximate two­
year gain in reading comprehension. He also produced some 
of the highest percentage scores recorded during the 
duration of this study ( 75 % ,  8 2 % ,  and 85% ) .  These improved 
test scores recored during the second semested of the school 
year, can possibly be interpreted as an informal measure of 
his signif icantly improved reading comprehension ability. 
Subject D made over a one-year gain in reading 
comprenhesion during the 1 9 84-85 school year . Her 6 . 5  
posttest score he lped her to apply the test-taking 
strategies to her clas sroom tests and to maintain a " C "  
average during the intervention phase o f  the study. Most 
likely, this was an appropriate expectancy level when 
considering her sixth grade level reading ability, her low 
average IQ score, and her high motivational leve l .  
Evidence of the test-taking strategy use by Subjects B 
and c was not as apparent as it was for Subject D and in 
some instances Subject A ( underlining clue words and key 
phrases,  and/or marks in the margins ) .  Possibly, the 
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conduction of a personal interview immediately fol lowing a 
testing session ( Scruggs et al . ,  1 9 8 3 )  or the recordings of 
verbalizations of the subjects as they thought aloud during 
the testing situations (McClain, 1 9 8 3 )  would have 
ascertained the usage or non-usage of specific TW 
strategies .  I f  this information were available, a more 
conclusive statement regarding the correlational 
significance between TW and reading comprehension/verbal 
achievement could have been made (Ayrer, 1 9 7 6 ;  Diamond & 
Evans , 1 9 7 2 ;  Evans , 1 9 8 4 ) .  
Educational Implications 
Test-taking instruction is a possible means for 
increasing test performance and should be incorporated into 
the existing curriculum. This implication is especially 
important to students identified as learning disabled with a 
documented history of poor test-taking skil l s . Test-taking 
instruction is not uncommon to many high school special 
education programs that of fer study skills classes for 
students labeled as learning disabled (Marke l ,  1 9 8 1 )  but 
this instructional curriculum should begin in the middle 
schools . The middle school level i s  the transitional period 
in a student ' s  educational experience when the focus of 
attention changes from the child-oriented emphasis of the 
e lementary level to the more subj ect-oriented emphasis of 
the secondary leve l .  With these changes comes a shift in 
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teacher expectations . The middle school student is often 
faced with more homework, more obj ective-type test s ,  and 
less personal attention. Many students are able to make 
this transition toward the independent learner but for those 
who cannot ( and particularly those with any learning 
problems ) this is the opportune time to teach appropriate 
studying and test-taking strategies . This instruction may 
be a means of preparing them for high school and, at the 
s ame time , providing them with an opportunity to compete 
with their peers on a more equalized level . 
This particular 10-session instructional intervention 
did help improve the subjects ' test performance on their 
social studies tests, but ( if instructional time lines were 
not issues for this particular study) additional 
interventions could have been applied to make the 
instruction more efficient and more enduring. First , the 
instructional intervention could have been presented as a 
two-fold curriculum package that devoted an equal amount of 
time to test preparation/study skills strategies as it did 
to the test-taking strategies ( only one of this study ' s  ten 
sessions addressed the topic of test preparation) . The test 
preparation strategies ,  which would be taught before the 
test-taking strategies ,  would need to include instruction in 
organizational skills , time management, efficient note­
taking, outlining, and textbook usage . The intent of this 
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instuction would be to modify inappropriate study habits and 
subsequently create a more receptive environment for test­
taking instruction . For example, Subject D was the only 
subject to exhibit appropriate study habits and thus 
benefitted most from the instructional intervention . 
Possibly, the other subjects may have benefitted more from 
test-taking instruction if the much needed study skills 
modification program preceeded their intervention . 
Second, the problem of generalization across time and 
settings may have been minimized with a revision in the 
delivery of the intervention . Possibly, the instruction 
should have taken place within the social studies clas sroom 
via the large group instruction method and taught by the 
clas sroom teacher . 
The subjects may have more easily made the connection 
between the use of the test-taking strategies on the social 
studies tests with the as sociated setting and teacher. The 
clas sroom teacher may have been the most effective provider 
of the test-taking instruction by more than association. If 
she were the del iverer of the intervention , she would have 
been able to interject the needed review sessions throughout 
the school year and/or reviewed the test-taking strategies 
as a part of her routine before the distribution of any 
chapter test . More importantly, this particular teacher 
area of expertise was in social studies and having taught 
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this particular class for three consecutive year s ,  she was 
better acquainted with the material in the textbook than the 
experimenter . 
Large or small group instruction vs . the tried 
individual instruction may have been a more effective method 
of teaching test-taking instruction. Since a certain amount 
of the intervention was devoted to the sharing of personal 
testing experiences and testing style s ,  a group discussion 
would have been the most advantageous mode of delivery for 
this particular activity . A large group would have elicited 
more contributions and an atmosphere of students learning 
from one another may have prevailed . This peer inf luence 
alone, assumming it would have been a favorable influence, 
may have been effective in increasing test score s . Also, 
the large group instruction may have inadvertently created 
an environment of competition and " healthy" competition 
within a congenial group may have seduced some generally 
unmotivated students to produce higher test scores . I n  this 
situation (which is not a blanket recommendation for all 
class room teachers ) ,  individual mean gains could be charted 
and publicly displayed. I ndividual students could then be 
rewarded for their noted improvement with some predetermined 
reinforcer.  Large group instruction also has the advantage 
of reaching every student . However ,  the power of smal l  
group o r  individualized instruction for students labeled a s  
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learning disabled cannot be undermined. In most of these 
instances , the more individualized attention that can be 
provided to the student during the acquisition and mastery 
of learning strategies ,  the more beneficial are the results 
( Lee & Alley, 1 9 8 1 ) .  
In conclusion, test-taking instruction seems to improve 
test scores but there i s  an element of danger when s o  much 
credit i s  placed on one mode of instruction . The danger 
lies in the over-zealous emphasis on the test itself and not 
on the more global educational needs of the student . As 
pointed out by this particular study, the teaching of the 
test-taking strategies in isolation i s  only a short term 
remedy to a more complex problem. Students must be provided 
with the means to acquire knowledge . They must learn to 
interact with any type of learning material be it a 
textbook, a magazine article, a mathematical problem, or a 
multiple-choice tes t .  This emphasis o n  learning acquisition 
is more important than whether or not they receive a high 
test score . 
Dolly and Williams ( 1 9 8 3 )  informally defined test­
wiseness as " the ability of the test-taker to perform at a 
better than chance level on a multiple choice test,  no 
matter what the content being tested" ( p .  2 ) . With this 
viewpoint, test-taking instruction may help students to 
reach this "better than chance leve l "  of test performanc e .  
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Through this instruction, students can learn that choosing 
the correct answer on a multiple-choice test is more than a 
chance "throw of the dice " . They may find that after test­
taking instruction, deriving the correct answer is a 
strategic action which can be learned and perfected with 
practice . 
Finally, students who are labeled as learning disabled 
are prime candidates for test-taking instructio n .  Unlike 
the majority of their peers, many of these students did not 
experientially or developmentally learn the art of taking 
multiple-choice exams . This inability to demonstrate one ' s  
knowledge through a written format is a handicap in todays ' 
test-oriented society. Many of these students need a well 
defined plan of action when confronted with the challenge of 
a multiple choice test. This plan of action lies within the 
realm of test-taking instruction and this instruction, 
interspersed with periodic TW review sessions , should be 
provided to a l l  secondary level students identified as 
learning disabled. 
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THE T�S�I�G �EST 
?ut a T next to the statement which is true and a F next 
to t.�e sta tement whic� is false. 
1 .  
2 .  
3 .  
4 .  
5 .  
6 .  
7 .  
8 .  
---
9 .  
1 0 .  
1 1 .  
1 2 .  
1 3 .  
1 4 .  
1 5 .  
1 6 .  
17 . 
l a .  
The best time to begin preparing for a test i s  
the first day o =  class. 
Cranuning the night before a test will fix facts 
and ideas in your mind. 
Reviewing class notes, vocabulary n o t e s ,  daily work, 
and past quizzes is a good way to study for a test. 
Never go over test materials with frie�es before a t e s t .  
Test panic i s  u.navoidable. 
You should enjoy yourself by watching the late show 
the night before an exam. 
Turn in the test pa?er the minute you finish. 
Teachers take o f f  points if you underline key words 
or put markings in the margin o f  you= test ?a?er . 
The last thing to do when taking a test is read the 
directions . 
If you recite out loud when you're studying for a test, 
people \li l l  think you ' re crazy. 
O n  true- false tests, leave blank the questions you ' re 
not sure o f .  
Spotting clue words like a l l ,  never, alnay s ,  every, 
helps in true- false sentences. 
Preparing for a test is a way o f  learning outside 
the classroom. 
Always answer the hardest questions f i r s t .  
Always read the directions as fast as you c a n  s o  
you will have more time to spend answering the ques tions . 
Its important that you distribute your ti�e carefully 
when taking a test. 
Never change a n  answer once you have written i t  on a 
test. 
Using info:.-:nation from one test 
test item is a good idea. 
ite:n to solve another 
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TEST PR.EPAR�TION 
When it i s  time for the test, the student stands alone . 
Tired , unhappy , unprepared and nervous st�cents are going 
to do poorly . S t udents who are well r e s t e d ,  prepared, calm 
and confident will do much better. The two key factors 
i� doi�g well on a test are knowing how to �repare for the 
tes t a�d how to ta�e the tes t .  The students who follows 
the advice of this test-taking manual should find that they 
wi l l  improve their test scores while gaining testing confidenc e .  
Reach for the " A ' s " .  
1 .  S tart the f i r s t  day o f  clas s .  Keep a l L  your work from 
one class in a separate folder or in a section of a 3 ring 
notebook . 
2 .  Review c l a s s  notes , handouts and textbook readings o n  
a regular basi s .  
3 .  Answer questions a t  the end of each chapter and ·a o a l l  
the a s signed workbook pa ges . 
4 .  Remember the points your teacher ha s stressed in c l a s s  
lecture s .  
5 .  Try t o  predict the questions you will b e  asked to answe r . 
6 .  Summa rize your answers aloud or i n  writing . 
7 .  S tudy with a friend and quiz each ct.he r .  
8 .  B e  well rested . 
9 .  Eat a good breakfa s t .  
1 0 .  T e l l  yourself you can do we l l .  
2 .  
3 .  
4 .  Fa lse 
5 .  ?alse 
6 .  Fal s e 
7 .  False 
a .  False 
9 .  Fals e 
1 0 .  Fal se 
1 1 .  False 
1 2 .  T.:.-ue 
1 3 .  '!'!."'"..le 
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The scene= ycu begin s tudyi�g =c= a test, the 
mo= e ti�e ycu have to lea=n the �ate=ial . 
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� e s t  people learn better when 
they =eview seve=al ti�es. 
�he in:c =::\a�ion f=om you= class ncte s ,  daily work, 
and =o=�e= qui z ze s will �es t li�ely be �ade into 
te s t  �ues tior.s by the teac�er . 
Many people lea=n better when t�ey s tudy with a 
==ie�d er i n  a srr4ll study g=oup. 
Avoid �anic by car e fu l test prepa=ation. 
It is i�portant to get enough =est=�l s leep the 
nigh t �e:ore a t e s t .  
Lea ·:e ti:!:e to re•1iew the test befo=e ha nding it 
in to 1ou= teac�er. 
Teachers -.,i l l  not take o : :  points for rr.a==<-ings 
in the �a=gins or for underlining key words . 
rl.lways reaC. the direc-:: ions be :o:-e you answer the 
test c;uestions . 
Reciting is an excellent way to build your memo r y .  
Always guess o n  a true-false t e s t .  You w i l l  have 
a 5 0 %  chance of mar�<ing t.'"le cor=ect ar.s-..rer. 
Clue words dete=�ine the trut� o r  falsity of a sentence. 
?�e?a=ing :or a tes t i s  a lea=�i�c ex�e=ienc e .  
I t  hel?S you to organi z e ,  me�cri ze , and use infor;nation. 
1 4 .  False Always answer the eas i es t  ques tio'-s firs t . 
1 5 .  False �eac the :ii:-ection completely a�c ·1ery ca:=efully. 
1 6 .  True Loo� over the whole test be:ore you s t a :- t .  Work 
q�ickly th:-o ugh the tes t , spe�ding the most time 
on the questions worth the mcst a=oun� of points 
and leaving ti�e at the end o= the test to check 
you:- .,,ork . 
17 . ?als e Y o u  =ay change you:= answe:; i �  ycu a:-e sure tha t  
ycu =arkec the wrong answer. 
, .., ... .., . �ou can lea=n �=o� the tes t . 
may �el? ye� answer a�oche=. 
')::e tes� i..te::t { s )  
GENERAL TEST-TAKING PRINCIPLES 
Appendix 
page 5 
GENERAL PRINCIPLES OF OBJECTIVE TEST-TAKING 
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1 .  Read all test directions and questions carefully. 
2 .  Keep your place in the correct row of answer spaces . 
3 .  Skim over all questions . Give the most time to the 
questions with the most point s . 
4 .  Do the easiest questions firs t .  
5 .  Omit the difficult questions on your first pass through 
the tes t .  
6 .  When you omit ( or skip) a question, make a * in the 
margin next to the question . 
7 .  When you have finished the easy questions , return to 
those questions marked with a * and try again . 
8 .  Set aside time at the end of the test to read over your 
answers and to check for errors . Firs t ,  read over the 
questions marked with a * and then read over the 
unmarked questions . 
9 .  Make sure you marked every questio n .  Do not leave any 
blanks . 
GENERAL TEST-TAKING ?R:NCI?LES 
l. You ' =e hal:way through a test. Suddenly , you realize 
tna� vou've ::>ut a whole row o !  answe::-s i n  the wrong 
place�. what should you do? 
a) Go back and correct you= answer s .  
b )  Kee? going . 
c )  Th.::-ow away t!\e answer sheet and write the rest 
o !  your answers in the tes t book let . 
2 .  To�orrow ' s the day o f  an impor�nt test. What ' s  the 
best thing to do tonight? 
a )  Go to a movie and stay out late. 
b) Review your notes and get enough rest . 
c )  Stay up all night studying. 
3 .  You are i n  a testing room. The teacher reads set o f  
directions and asks if there a r e  any questions . What 
shoulc you do? 
a )  Avoid asking questions and looking stupid . 
b) Ask a question about anything you do not understand. 
c) Ask a question to make the teacher feel good. 
4 .  You come to a question you are not sure o f .  What should 
you do? 
a) Mark all five choice s .  
b )  Make a light mark next to the question blan.� and 
co�e back to it after you've finished the test. 
c) Guess and choose one of the answers . 
3 .  You don ' t  think any o f  the choices for a ques tion is 
right. What should you do? 
a) Write a hot letter to the teacher .  
b )  �eword the question , the� answer i t . 
c) Try to choos� the best answer. 
6 .  The re are still 1 5  minutes left to the exam. Y o u ' r e  
not fi nished. But you see all your friends have already 
left the room. What should you do? 
a) Continue the test at your own oace. 
b l  turn in your answer sheet so y�ur friends won ' t  have 
to wait for you. 
c) S top reading the questions and just fill in the rest 
o! the answer sheet. 
Appendix 
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7 .  Suppose you are not sure o f  an ans�e = .  w�en i s  it 
a geed idea to guess? 
a) Neve.::- . 
b) Always .  
c) Guess i f  you will �e scored fr t�e nu.."::ber of right 
answers you ha •Je. 
Appendix 
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d) Guess if ycur wro�g answers will be counted against you. 
CLUE WORDS 
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FINDING CLUE WORDS 
1 .  Find the clue words . Look for them in every question . 
They are usually present. There can be more than one 
in any question or s tatement . 
2 .  Underline them. 
3 .  See how they change the meani�g o f  the statement. 
4 .  Use them to help you decide t�e t=uth or falsity 
of the statement or question . 
List of clue words 
all 
every 
many 
mos t  
some 
few 
must 
review 
define 
describe 
explain 
compare 
choose 
list 
always 
often 
usually 
sometimes 
se ldom 
never 
underline 
match 
circle 
record 
fill in 
more best 
equal good 
less bad 
worst 
Appendix 
V�ce=line t::e clue wo=ds in the following state�e�ts . For a l i s t  
o !  c:ce �o=ds , =e:e= to you= s�eet entitled Cl�e �c=cs . 
l .  All s�orts a=e fun to watch. 
2 .  Sorr.e spor�s a=e =� to watch. 
3 .  Spor�s are neve= fun to watch . 
4 .  Cats are seldom g=ay. 
5 .  EverJ man i s  talle= than every woma n .  
6 .  A few men are taller than some wome n .  
7 .  �he best way to get to school i s  to walk. 
8 .  The continent o f  Asia i s  the earth ' s  largest continent . 
9 .  Plants that are usually £ound in the tund=a include lichens. 
10 . :'!es t  of the ?eO?le of .\sia live in regions w::e=e food can be 
g=own. 
1 1 .  Nea=ly all of the land of Asia can be used !or fa=:ning. 
1 2 .  All the people o f  Athens enjoyed freedo�. 
page 1 1  
THREE TYPES OF CLUE WORDS 
Appendix 
page 1 2  
There are three kinds o f  clue words found on tests . The 
first type i s  called the " all-or-nothing" clue words . These 
clue words tell you that something is absolutely true or 
fal s e .  They tell you that there i s  no other answer or 
opinion . The second type of clue words is the " open" kind. 
These clue words tell you the degree to which something is 
true or false . It informs you that something is not 
entirely true or false but that there are exceptions or 
different opinions to consider. Beware when you see these 
two types of clue words on a test . They often change the 
meaning of easy looking questions . The third type of clue 
words is directional words . They tell you what to do on a 
test or worksheet . Always underline all clue words on a 
test ! 
CLUE WORDS TO PONDER 
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Directions : Look at the following list of clue words and 
write them in the correct column on this worksheet. 
all many compare 
usually more never 
worst bad underline 
choose equal record 
always totally list 
good everyone some 
best define most 
seldom few not 
" a l l -or-nothing" " open" "directiona l "  
1 .  1 .  1 .  
2 .  2 • 2 .  
3 3 .  3 .  
4 .  4 .  4 .  
5 .  5 .  5 .  
6 .  6 .  6 .  
7 . 7 .  
8 .  8 .  
9 .  9 .  
Appendix 
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� I M P R O V I N G  TEST SCO RES 1 0  
Here is a type of question you sometimes find on tests. You are asked to decide which 
t of lour choices is always part of a certain thing. Try this example: 
" 
'.;\ A cup always has: a. liquid b. a bottom c. a handle d. a printed design 
The correct answer is b. Of the four choices, the only one that a cup must have is a bot­
tom. The other three are things that a cup may sometimes have. 
01 course, a broken cup might not have a bottom. But questions like the one above are 
not about things that are broken or do not work right. A cup without a bottom would not 
hold anything. So it would not really be a cup any more. 
Here are some steps to follow when you are answering questions like the one above: 
1 .  Think of the word always before each of the choices. 
2. Cross out any choice that always does not apply to. 
3. The choice that is left should be the right answer. Check the answer by saying a 
complete sentence to yourself. For the question above, the sentence would be A cup 
always has a bottom. 
I n  each example below, decide which choice is correct. Circle tho letter of that choico. 
1 .  An army always has: a. rifles b. soldiers c. flags d. bombs 
2. A cartoon always has: a. a joke. b. talk c. a caption d. a drawing 
3. A city always has: a. bou ndaries b. rivers c. farms d. airport.> 
4. A tree always has: a. birds b. roots c. fruit d. blossoms 
5. A room always has: a. furniture b. pictures c. walls d. a window 
6. A sentence always has: a. a word b. a period c. a comma d. a question 
7. A car always has: a. a driver b. a garage c. a top d. wheels 
a. A song always has: a. a singer b. a message c. a melody d. a rhyme 
9. A shoe always has: a. l eather b. laces c. a sole d. stitches 
1 0 .  A tamely always has: a. a father b. people c. a mother d. children 
1 1 .  A shirt always has: a. sleeves b. buttons c. cutts d .  fabric 
1 2 .  A book always has: a. pages b. chapters c. pictures d. a novel 
1 3 .  A meal always has: a. meat b. bre<id c. food d. a drink 
1 4 .  A lake always has: a. boats b. a shore c. swimmers d. surfers 
1 5 .  An orc hestra always has: a . instruments b. a harp c. violins d. drums 
.. : . .., .. � ... tilt :ii, Sc�oc .... �. Inc. -:" Jl2• �Ot't. "'.>vJ1.1..,:, .. � .>P1A1 r ... �.:.rE ... S 
REASON IT OUT 
Directions : 
1 .  Carefully read the four sentences i n  each 
question. 
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2 .  Underline the clue word in each of the sentences 
and carefully consider its meaning. 
3 .  Read sentence #5 and complete the sentence with 
one of the clue words in the parentheses . Choose 
the clue word that would draw the best conclusion 
from the information you were given . 
A .  ( 1 )  I a lways get up in the morning. 
( 2 )  I rarely s leep after ten o ' c lock in the morning. 
( 3 )  I sometimes s l eep until noon . 
( 4 )  I often get up at dawn . 
( 5 )  I sleep in the afternoo n .  
( rarely, often, usually, neve r ,  always ) 
B .  ( 1 )  I usually eat lunch . 
( 2 )  I always eat dinner. 
( 3 )  I eat no snacks . 
( 4 )  I never miss breakfast .  
( 5 )  On days I eat two meal s .  
( a l l ,  several ,  some, no)  
c .  ( 1 )  Most people like chocolate cake . 
( 2 )  I enjoy everything Betty bakes . 
Appendix 
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( 3 )  My mother always buys one of Betty ' s  cakes for my 
birthday . 
( 4 )  Betty never buys chocolate . 
( 5 )  of the people at my party enj oyed my 
cake. 
( none , some , a l l ,  many ) 
D .  ( 1 )  All f lowers are plants . 
( 2 )  Some plants have leaves . 
( 3 )  Both animals and plants must have water and air. 
( 4 )  The moon has no water or air . 
( 5 )  We will be able to grow corn on the 
moon . 
( someday, probably, probably not, never ) 
E. ( 1 )  I always brush my teeth two times a day. 
( 2 )  I sometimes chew bubble gum. 
( 3 )  I usually visit the dentist two times a year. 
( 4 )  I hardly ever floss my teeth. 
( 5 )  I get cavities . 
( always , sometime s ,  never, frequently) 
FOLLOWING TEST DIRECTIONS 
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FOLLOWING TEST DIRECTIONS 
TEST DIRECTIONS TELL YOU WHAT TO DO . 
- Always read the test directions first. 
Appendix 
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- Read a l l  the directions carefully and completely. 
- Underline clue words and key phrases as you read. 
Make sure you know what they ask you to do by saying 
the directions to yourself in your own words . 
Directions often use different words to mean the same thing. 
In the fol lowing group of directions , the underlined words 
have the same meaning . 
A .  Read each question . 
Read each item. 
Read each exercise . 
B .  Fill in the space . 
Mark your answer . 
Record your answer. 
Teachers wil l  often use a different set of directions or 
test questions to test the same skil l .  You may know the 
material being tested but if you do not fol low the 
directions , you will probably fai l your classroom tests . 
Appendix 
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Try the short exercise on the next page o f  this manual and 
see how well you fol low directions . 
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C�n Yoe Follow Directions? 
o:.:-ection s :  Reac! t�e �cestions ca:e=u!ly anc! do exactly what thev 
tell yo� to do. Underline key �o=�s in t�e directio�s 
and ��estions . 
A .  Direct ions : Circle the correct answer o r  answers . 
Q\!estio n :  Sc�e exa�? les of animals that have exactly four 
legs : 
a) ccg b) butte:-=ly c) ca� d) mink 
3 .  Directions : C�oose t�e incor:ect answe:- �o= the question. 
Que stion : 
c .  Directions : 
Question : 
D .  Di:ections : 
Questi on : 
Write t�e letter of your answer on the blank . 
Soh!e examp les of ani:::ials that have exactly 
fou= legs . 
a .  :ni:lk 
o .  dog 
c .  bctte==ly 
c. all o= t�e above 
e .  nor.e o f  the above 
C�eck t�e cor:ect box or boxes next to the correct 
a."'ls·..,e ::::- . 
Some exa:::iples of animals t!lat ha·.re exactly four 
legs are: 
a .  dog 
b. :nink 
c .  butterfly 
c! .  a & c are correc� 
e .  a & b are cor:-.gct 
an x on the false ans�e= or answe r s .  
��e following ani:nals have e xactly four legs : 
a) cat b) dog c) bi:� c) butte:-:ly e) mink 
AN UNDERLINING TASK 
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Directions : Underline the clue words o r  key phrases that you 
think would help you understand the fol lowing set of test 
--
directions .  These are actual directions taken from the 
seventh grade Social Studies tests . 
Example : Underline the ending that makes each sentence 
correct. 
1 .  Draw a line through any wrong answer . 
2 .  Circle the T if the sentence i s  true . Circle F if the 
sentence is fals e .  
3 .  Write the letter I in front of each statement that 
applies to Indonesia . Write the letter P if it applies 
to the Phil lippines . Write the letter B if it applies 
to both countries .  
4 .  Underline a l l  the correct endings below. There may be 
more than one correct ending to each sentence . 
5 .  Number these events from 1 to 5 in the order in which 
they occurred . 
6 .  In each sentence cross out the word or words that are 
incorrect. 
FOLLOWING DIRECTIONS 12 
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A .  Directions :  Underline the part of the question which 
makes the question false.  
B.  
1 .  George Washington was elected president because he 
was a famous movie star. 
2 .  There are 5 0  stars and 14 stripes on the U . S .  
flag. 
3 .  There are 50 stripes and 1 3  stars on the U . S .  
f lag . 
Directions : Read CAREFULLY and do what the directions 
tell you to do . FIRST, read over each of the ten steps 
below. 
1 . Write your name here . 
2 . Add 2 plus 3 ,  and write your answer in the blank. 
3 .  Add 6 to that answer and write the result here. 
4 .  Multiply that answer by 2 and write the result 
here . 
s .  Subtract 2 from that answer and write it here. 
6 .  Divide the last answer by 4 and write the result 
in the blank. 
7 .  Add 1 0  and write it here . 
8 .  Multiply by 3 and write it here . 
9 .  Subtract 1 0  and write it here. 
Appendix 
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1 0 .  Subtract 1 from 2 ,  write it in the first blank and 
do not complete any of the other 9 questions 
above . Now fol low only the directions given in 1 0 .  
Note . From an unpublished doctoral dissertation by s .  
Ritter, 1 9 8 4 . Reprinted by permission. 
·· a · k n  · • •  , , ""=& lil C • � lllZ _, _, 
a. Here is an exercise that a student :ias 
done. Can you w rite the directions that must 
have gone with it? 
b .  You nave ordered a bookcase. When it 
arrives. it  is in parts. You must put it to­
gether. 3ut the directions are missing. All 
you have is a �icture of how it should look 
when it  is completed. Can you write the 
missing :jirec:ions? 
Appendix 
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c .  Here is a set o =  questions t�at a stucent has done i �  Social 
Studies clas s .  Can you write the directions that �ust have 
<;one wi �:i i t: '?  
o :.. =ecticr.s: 
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l .  T �li Whit�ey ' s  invention led to much greater ?reduction 
of cotton. 
2 .  T 
3 .  T F 
The first com.�unication satellite i s  called Telstar. 
T!'le t·,;o houses of English Pa::-l i:nent are callee the 
Senate and the House o f  ae?resentative s .  
THE FOUR TYPES 
OF OBJECTIVE TESTS 
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A QUICK REVIEW 
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Do you remember the general test-taking principles when 
taking any type of obj ective test? The principles are 
listed below only some of the words are missing. You are to 
write the missing word on the blank spaces provided . The 
words you need are listed below. You should use each word 
only once. 
1 .  
2 .  
3 .  
margin 
guess 
answer 
row 
errors 
skim 
carefully marked 
omit easiest 
Read all the test directions completely and 
Keep your place in the correct 
spaces . 
of answer 
over all the questions . Give the most time 
to the questions worth the most amount of point s .  
4 .  Do the questions first . 
5 .  the difficult questions on your first pass 
through the tes t .  
6 .  When you omit a question, mark a * in the 
next to the questio n .  
7 .  When you have finished the easy questions , return to 
those questions marked with a * and try agai n .  
Remember to 
answer. 
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even if you are not sure of the 
8 .  Set aside enough time at the end to read over your 
9 .  
answers and to check for 
the questions 
the unmarked questions . 
Make sure you 
any blank. 
Firs t ,  read over 
with a * and then read over 
every question . Do not leave 
OBJECTIVE TESTS 
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Directions : Do not answer the fol lowing sample questions . 
Instead, you are to label the samples as a multiple-choice , 
true-fal s e ,  fil l-in-the-blank or matching type question. 
Write the correct heading on the answer line above the 
question .  
A .  
Who were these famous women? Match each name with the 
sentence that tells about this women . 
1 .  Eleanor of Aquitaine 
2 .  Joan of Arc 
3 .  Queen Elizabeth 
B .  
a .  This young French 
peasant led an army to 
victories over the 
British. 
b .  She ruled England at 
the time Shakespeare 
was writing plays . 
c .  A French women who 
married an English 
king. 
Circle T if a sentence is true . Circle F if it i s  false.  
1 .  T F The only war Napoleon fought was against 
the French. 
c .  
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Complete the sentence with the name of the place to which 
the sentence refer s .  
1 . A new nation called was established in 
what used to be Palestine . 
D .  
Write in the blank the letter that i s  before the correct 
ending of each sentence .  
1 .  Norse raiders were called 
a .  Huns 
b .  Normans 
c .  Vikings 
THE TEST MAKER 
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Directions : You are the test maker writing two questions 
about a favorite musician, musical group , and/or TV show. 
Write one multiple-choice question here . 
1 .  
Write either a true/false question or a fill-in-the-blank 
question here . 
2 .  
TEST-TAKING HINTS 
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TEST-TAKING HINTS 
can you name the four types of obj ective tests ? 
1 .  
2 .  
3 .  
4 .  
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At this point i n  the packet, you should know the general 
test-taking principles for taking any type of obj ective test 
you have named. In this final section of the test, are some 
new hints the test-taker can use when taking a certain kind 
of test . These hints should help you get the highest score 
possibl e .  Learn about these hints and u s e  them o n  your next 
test that has multiple-choice, true-false, matching, and/or 
f i l l-in-the-blank questions . Remember the most important 
hint of a l l  is to KNOW THE MATERIAL ON THE TEST. 
HINTS FOR TAKING MULTIPLE-CHOICE TESTS 
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Multiple chice questions consist of a stem and 3-5 options 
or possible answers . The correct answer ( s )  is always 
present . As the test-taker, your j ob is to find the correct 
answer . 
Example :  
The Capital of I l l inois is 
a .  Chicago 
b .  Champaign 
c .  Springfield 
d .  none of the above 
Hints : 
( stern) 
( options) 
1 .  Read the directions carefully . It may ask for more 
than one possible answer. 
2 .  Underline clue words or key phrases in the questions . 
3 .  Try and predict the answer before you look at the 
options . Your prediction may be among the choices . 
4 .  Select only the best answer. Cross out options that 
are clearly wrong or only partly correct . By 
eliminating two choices, you have a 50-50 chance of 
choosing the right answe r .  
s .  I f  two options look good, study them to see what makes 
them different . 
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6 .  Read a l l  the possible options even though the first one 
you come to may seem right . The first option may not 
be the best answer.  
7 .  The correct answer wil l  usually be written to 
grammatically match the questio n .  
8 .  Sometimes your options may include, " a l l  of the above" 
or " none of the above " . I f  you are sure about the 
correctness or incorrectness of two of your options , 
then choose either all or none of the above . 
9 .  You may find as your working through the test, that one 
test item " gives away" the answer of another test item. 
1 0 .  I f  you do not know an answer and have t o  gue s s ,  choose 
the answer which is the longest . This is often times 
the right answer . 
HINTS FOR TAKING TRUE-FALSE TESTS 
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These questions often appear too easy . Careless or hasty 
reading of the question will often make you miss a clue 
word. Read the statement carefully and underline the clue 
words . 
Example :  True or Fal s e .  
Hints : 
The capital of I l linois has never been in 
Kaskaskia. 
1 .  In true/false questions , your first hunch is usually 
correct . 
2 .  Statements must be entirely true to count as true. 
3 .  Watch out for and reason out the " a l l-or-nothing" clue 
words ( a lway s ,  never, not, only ) . True/false questions 
with these words are often false . 
4 .  Statements with " open" clue words ( usually , most often, 
sometime s ,  generally) are usually true . 
s .  Most answers on a true/false test are true . This is 
because false statements are more difficult to write 
than true statements .  
HINTS FOR TAKING FILL-IN-THE-BLANK TESTS 
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These questions ask the test-taker for a specific word , 
symbol ,  or number which would best complete a statement . 
Exampl e :  The capital o f  I l linois i s  in 
Hints : 
1 .  Always underline clue words in the directions and the 
statement . 
2 .  Use context clues . Look at the other words in the 
sentence to determine if your choice is correct or 
" fits in" with the rest of the statement . 
3 .  Choose your words carefully . Chances are your teacher 
has a specific answer in mind. 
4 .  Guess if you are unsure of a specific answe r .  
Sometimes partial credit may be given f o r  an answer 
close in meaning to the specific answer ( e . g .  The 
capital of I llinois is in central I l l inois . ) .  
5 .  Make use of grammatical clues . The word " an "  before a 
blank space tells you that the correct answer begins 
with a vowel and an " a "  before a blank tells you the 
answer begins with a consonant . Careful test writers 
will use the a/an form before a blank. 
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6 .  Consider the length of the lines in the blank. A long 
blank may mean that the correct answer requires more 
than one word. A short blank may indicte that the 
answer i s  a short word, number, or symbol .  
7 .  The answer " give away" ( see multiple-choice hint # 9 ) .  
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HINTS FOR TAKING MATCHING TESTS 
Matching questions usually ask you to match a column of test 
items on the left with a column of choices on the right . 
Many times a test wil l  include more choices than questions . 
Example .  
1 .  Springfield a .  The capital of Wyoming 
2 . Cheyenne b .  The capital of I l linois 
3 .  Salt Lake City c .  The capital of California 
d .  The capital of Utah 
Hint s .  
1 .  Underline the clue words and key phrases in the 
directions and in the questions . Look for matching 
phrases in the questions and the choices . 
2 .  Work with only one column at a time ( left to right or 
right to left ) . 
3 .  Match each item in one column against all the items in 
the other column. 
4 .  Put a thin pencil line through the words you have 
already done . Do not draw lines from one item in a 
column to another in the second column. 
5 .  Mark only the answers you are sure of during your first 
pass through the tes t .  If you have t o  change an answer 
because you marked too hastily, you often have to 
change two to three other answers . 
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6 .  After all the easy questions are answered, go over the 
unmarked items in the reversed order (Column I I  to 
Column I ) .  
7 .  The answer " give away" ( see multiple-choice hint # 9 ) .  
8 .  Make sure the question and the matched answer are 
grammatically correct . 
Dear Mr . and Mrs .  
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Your son/daughter has successfully completed 
a mini-unit on test-taking strategies . Hopefully,  this 
instruction wil l  help your child become a better test-taker. 
It is encouraged that you periodically review the contents 
of the manual with your child and to stress the importance 
of good study habits as a way to achieve higher marks . 
Thank-you for your cooperation . 
Yours truly, 
